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Chapter 1

Franework for Evaluation

S.E.E. (School of Experiential Education), currently in its third
year of operaticn as an "alternative' high school, was created to provide
an enviroument and consequent set of learning experiences different from
that previously available within the Etobicoke system. This report marks
the conclusion of a two year study of the school conducted by the Alter-
native leaming Environments Project of 0.I.S.E. It is a statement of
our perceptions of S.E.E.'s second year of operation and their irplications

for S.E.E.'s futurc course of development.

This report has been written for two audiences. First we hope it
will provide those who bear the responsibility of making decisions regar-
ding continued financial support for S.E.E. with a clear, coherent perspec-
tive on the aspirations, concemns, successes and frustrations of staff and
students who have worked to translate the idea of S.E.E. into an cperating

school. As we stated in our Phase I report: *

15 E.E. cannot exist in a vacuum and any assessment of
its ultimate success in providing a viable altemative cduca-

* Throughout this report, constant mention is made to "Phase 1" and the
"Phase 1 repsrt.” These terms refer to the interim document, "The Develop-
ment and Evaluation of an Altemative High Schoel: A Report on S.E.E.,

Phase 1" submitted January, 1973. Conies of this decurment may be obtained from
cither the Etobicoke Board of TFducation or the Alternative Learning Fnvironnents

Project at 0.1,S5.E..
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tional environment must take into consideration the naturc
and extent of support or non-support by the Board and the
community. Benign indifference, while preferable to sus-
picion and skepticism,is not enough. If support for the
program is deened warranted, then an active, positive stance
toward the school is nccessary."

Secendly, we hope the rcport will be useful to those responsible

for the operation of S.E.E. In Phase II, we have chosen to reflect back
to the school some of our rcactions to its problems and conflicts. Thus
the report may also serve as a mirror through which the scheol might catch
partial glimpses of itself. However, it is a mirror with imperfection
and bias, and the school nust judge the validity of the images it pro-
jects. It is in a spirit of helping S.E.E. evaluate itself that we have
chosen to corment in much greater detail than we did in our Phase I report
on the school's climate and on the frequently discrepant perceptions of

that climate amcng the staff and students.

Limitations on the Use of the Phase 11 Report

In view of our belief (noted in the Phase I report) that a finding
commitment of four to five years is probably essential to provide adequate
time for a comprehensive new program to develop to maturity, we consider
this to be a progress report on the beginning phases of S.E.E.'s develop-
ment. It is to be secen as an informative docurent which may help to
clarify S.E.E.'s status and raise some issues salient to the school's
future development. It should not be considered to be, in any sense, a
final evaluative judgement of S.E.E.'s merits and faults, nor should it be
used to make cuch judgements.

53




Ad&itionally, we wish to emphasize that there are certain unique
features of the second vear of any new program which, like the first year,
should caution the reader against generalizing too quickly from the ex-
periences of that onc vear. Two of these features are the virtuallv inevi-
table division of the students and staff between "old timers" and '"new-
comers' and the loss of the first ycar feeling of unbounded ontimism, ex-

citement and togetherness engendered in a bold, new fragile venture.

Finally, we wish to emrhasize the uniquencss of S.E.E. and what we
feel are the limits of any program evaluation. By examining the details of
S.E.E.'s operation, one can detcrmine only in a very general way the via-
bility of the concepts and ideas of altcrnative education.* The issue is
primarily a noiicy one which must be decided on the basis of values and
priorities regarding cducation in the Bofough. What can be learnced from
an evaluation of S.F.E. is what nroblems to anticipate in any future

attempts at developing :I..novative programs,

Criteria for Evaluation

In trying to provide a perspective on S.E.E.'s second year, we will
be using the criteria suggested in our Phase I report. These criteria are
our way of looking at the school and, we fecl, are consistent with the

purposes of this report. These criteria are:

* Fvidence can be brought to becar on the validity of the general nronosition
that different pveonle learn best in different wavs bv examinine data reflec-

ting the fao that some students are far more resronsive to S.E.E. than they

were to their previous schools.

6
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(1) Does S.E.E. provide an alternative environment for cducation?
A primary justification for instituting altemative schools within

the public system is the recognition that different kinds of students may

require differcnt cducational climates to match their diverse leaming

styles and interests. If we accept this proposition, then it makes scnse

to ask if S.E.E. is rcally different from other high schools in Etobicoke,

and if students arc experiencing school differently than before they

entered. The cxtent to which S.E.E. provides a wniquely different edu-

cational experience may serve as 4 valid criterion for evaluation.

(2) Is S.E.E. developing a workable process for evaluating and

modifying its own day-to-day operations?

It is desirable for any organization supported by public funds to
be healthy and dynamic. This means that S.E.E. should be developing a
process whereby its members critically evaluate the school's operating
procedures and their own attitudes and actions which comprise the daily
life of the school. \Furthermore, the school community should be capable
of making necessary changes dictated by this self-evaluation. Evidence
that students and teachers at S.E.E. are in fact working out their pro-
blers together, would constitute an important index of S.E.E.'s viability

as an organization.

(3) Are students, parents, and teachers satisfied with the program

at S.E.E'?-
In a scnse, the Etobicoke Board is engaged in a process of providing

opportunitics for the satisfaction of the commuity's cducational nceds and

aspirations. From this perspective, the existence of a voluntary program

04




with a waiting list in addition to teachers, students and parcnts sup-
portive of the program would constitute at least partial evidence that
Poard is meeting the neceds of a portion of the conmumity which finan-
cially supports the school systci. While we arc not suggesting that this
consideration alone is enough, it docs provide a substantial justification

for continued support of an alternative program.

Overview of the Report

This report is considerably more comprehensive than the prior one.
Chapter II describes our involvement with the school over a two year
period, discusses possible biases operating in the report, and details
the data collection and analysis procedures used in Phase II. Chapter
III presents some basic facts about the school and its applicants and
documents somc of the changes that have occurred over a two year period.
Chapter IV describes students' adjustment, achievement and growth pat-
tems over a tw6 year period. Chapters V, VI, ;ﬁd VII discuss various
aspects of S.E.E.'s climate as seen by students, parents and teachers.
Chapter VIII presents another perspective by contrasting S.E.E. students
with a sample of students who applied to S.E.E. in Year I but due to the
"uck of the draw" in the admissions lottery were not admitted. In
Chapter IX we explore the implications of our findings for the future direc-

tion that S.E.E. might take and make some recommendations for more immediate

action to remedy some current problems.

8




g@anter 11

Data Collection Procecudres, Definitions and Biascs

In this chapter we shall review briefly the history of our in-
volvement with S.E.E., the methods we used during Phase II, vossible

biases at work in the report, and definitions of terms used throughout.

As stated in the Phase I document, the Alternative learning Fnvi-
ronments Project at 0.1.S.E. was approached by the Etobicoke Roard's
Research Department about the possibility of conducting a joint study
of the then newly established S.E.E. school. After an initial set of
discussions with senior administrators and the school's staff and stu-
dents, we committed ourselves to a two year study that would proceed in
two stages: '

\

Throughout the past two years our role has consciously been that of
consultants attempting to help a client gain new and useful perspectives
on what he is trying to do. As we previously reported, in the fall of
1972 we attempted to find ways of feeding back to the staff and students
information that would prove relevant to ongoing discussions concerning
the goals and program options of the school. These efforts were something
less than successful and led to 2 formulation of another approach during

Phase 11.
9




It was decided that if we werc to act in a consultant's role in
feeding back Phase T data, it would have to be done in a way that de-
monstrated the relevance and jmmediacy of Year 1 data for Year II pro-
blems. For this rcason, we chose to have onc member of our research
team become the chief liaison between S.E.E. and the project. This per-
son was to follow up on her interests in working closely with the school
as a resource tcacher. It was hoped that by calling attention to re-
levant Phase I data in the context of discussions and meetings about
specific current problems, she might provide an additional perspective
to the problem at hand. At times this procedurc worked well but ulti-
mately it became a source of friction and led to some unanticipated pro-

blems in the relationship between S.E.E. and our project.*

Tn March 1973, on the basis of our liaison person's perspective
and our own visits to the school, we revised the interview schedules
and questionnaire we had used in Phase I. New questions were added and
wording was improved where necessary while attempting to maintain basic
compatibility with Phase I data. Two slightly differcnt versions of
the interview schedules and questionnaires were preparcd for usc with
first and sccond year students as we wished to tap the perceptions of

the latter as to changes at S.E.E. over the two ycar period. After

% As will be discussed in Chapter V, a conflict arose during Year Two
concerning the future conception of the school. Our project personnel
were perceived as taking sides in this debate and hence lost their neu-
trality. This led to feclings of meddling, going bevond the bounds of
the "evaluation,’ and general ill-will. These issues were cventually
sorted out, but not before a scrious dip had occurred in the level of
trust and coorecration. 46
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checking on the anpprooriatencss of the questions with teachers and

students, data collection cormenced in May.

It was decided that we would only be able to interview a portion
of the total school for Phasc 11, and a stratified random sample of
40 stlﬂcﬁts was chosen. This sample cnsured a roughly proportionate
sampling of grade lovel and sex within grade level. Thus the interview

samplc was composed of the following:

Grade 11 Grade 12 Grade 13 TOTAL |
Males 7 6 4 17
Females 2 8 11 21
TOTAL 9 14 15 38 *

In addition, each of the four full-time staff werc interviewed in depth.

The questionnaires were made available to 97 students, and 67 of these
were returncd. This is a response considerably lower than that attained
in Phase I. There are a number of reasons that account for this. First
of all, the questionnaire used for Phase II was longer and morc complex
than the one previously used. Furthermore, the data collection procedures
uscd for Phase II necessitated handing a student the questionnaire and
relying cn him/her to return it as soon as it was completed. Tor some
students this was a matter of minutes, for others it was a days. We did

not have the advantage of the procedurc used in Phase I in which we made

% The total of 38 arises from the fact that one student vefused to have

his interview recorded and the tape of one other jnterview was lost.

11
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an attemnt to interview all students. Then we were able to hand the

student the questionnaire jmmediately after the interview and have him/
her fill it out while we waited. Since only a sample cf students were
interviewed and the length of the questionnaire prohibited waiting for

it, it is not surnrising that a lower rcturn rate resulted.

The Phase 1 parent questionnaire was revised and sent to all fami-
lics of S.E.E. students. 48 of 64 were returned by parents of first
year students at $.E.E.. Only 11 of 36 were returned by parents of
students who were in their second ycar. The possible meaning of this

difference is discussed in Chapter VII.

Information about marks, credits and reasons for applying to S.E.E.
was collected from academic records and from Year Il and Year III appli-

cation forms.
As in the Phase I report, our main objective is to present a des-

cription of S.E.E. which provides a perspective on its first two years

in terms of its promises, problems and successes.

The S.E.E. Cohort

To gain an additional perspeciive on the Ji fFerences between the S.E.E.
exoerience and that of other high schools we also attempted to collect

information on students who had anplied to S.E.E. in Year I but were not

accepted in the lottery.
12,
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The sample was selected in three stages. First we obtained a list
of students who were included in the Year I lottery but were not chosen
in the draw. We then, in the spring of 1973, gained permission from
the Etobicoke high school principals to interview members of this groun
of students who were still in school. Of the 64 students on the ori--
ginal 1ist, 22 were still attending their original schools. In addi-
tion, we were given a list of 16 "retired" students who had left high
school without obtaining their Honours Diploma in order to go to work,

travel, etc..

Finally we randomly selected 12 in-school students (5 in Grade 13
and 7 in Grade 12). These students were interviewed at their schools®
with a briefer modified version of the interview schedule and question-
naire used with S.E.E. students. Frem the list of 16 "retired" students,
we seiected 8 individuals who were willing to be interviewed, either

at 0.I.S.E. or at their own residences. (See Table 2.1).

Possible Sources of Distortion

' No research in social science can pretend to be value-tree., How-
ever, it is important for the reader to be aware of possible distorting
influences in this report so that he may more accurately judge for him-
self its utility. There are two primary biases which we feel are opera-

tive. They are discussed below.

# e wish to thank the princinals of these schools for their cooperation
and that of their staffs in setting up these interviews for us.

13
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First of all, the personncl of the Alternative Learning Fnvironments
Project are not neutral regarding the desirability of alternatives with-
in public cducation either from a philosophical or pedagogical point
of view. We have not, in the S.E.E. study, attempted to discemn if the
concept of S.E.E. 1s good or bad. Instead, we have accepted the idea
as a positive onc, and have sought through investigation to uncover the
problems of implementation, and to help, if we could, in the scheol's

development.®

Secondly, nowhere in the report are there data from students who
attended S.E.E., found it not suitable, and returned to other public
schools prior to the end of the school year. (It does reflect the views
of students who would choose not to return to S.E.E. the following year,
however.) This means that there is a positive bias in the questionnaire
and interview data which should be taken into account. There is no
question in our minds that students who have 1eft S.E.E. should be fol-
lowed up in order to get an understauding of their impressions of S.E.E.
and vhy they left. This is certainly another valid way for the school
to come to understand itself. We did not have the resources to carry

out this study but would recommend it in the future.
Definitions
Pefore presentation of the data, it will help the reader if a few

torms used throughout the report arc clarified. The first year of oncra-

tion of S.E.E. (1671-1972) 1is roferred to as Year I, the second year of

%  Sce pase 2, Chapter I for our discussion of the 1imitations and utility
of this evaluation revort. 44




operation (1972-1973) as Year 1I, and the third year of operation (1973-
1974) as Yedf III. Students who attended S.E.E. for both Year I and

Year II are referred to as sccond year students. Students who entered

S.E.E. in Year II are referred to as first year students.

Y
|




- 13 -

Chapter ITI

The Setting: It's People and Programs?®

Source of Students

S.E.E. continues to draw students from a broad cross section of
the schools in the Borough, although the total number of Board schools
represented had dropped to 13 in the fall of 1973 (Year III) from its
high of 16 in Year II. This may be partially expiained by the fact that
211 students on the waiting list who wished tc transfer to S.E.E. were
included in the 1972 survey, but some 50 students who were not selected
in the lottery are still on the waiting list at the time of writing this

year (October, 1973).

Of the 20 secondary schools under board jurisdiction, only Humbergrove,
Kings Mill and Westway have had no students transfer to S.E.E.. Alderwood,
Michael Power, New Toronto, and Thistletown are unrepresented in Year III,
having sent 18 students (out of 104) in Year I and six (out of 67) in Year
II. St. Joseph's, which had six transfers to S.E.E. in btoth Year I and

Year II has no new student attending this year. In spite of gaps in the

® An exception is madc in this chapter to the general content of this
report in as much as data and trends are extended to Year III.
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school's roster, the overall pattern of distribution of new students
through the Borough is perhaps more even this year than it was last.
The fact that S.E.E. draws from 13 schools in Year ITI compared to 15
in Year I while admitting only half as many new students (54 compared

with 104) is worthy of note. (Sec Table 3.1).

Etobicoke which sent the second largest contingent in Year I (12
students) and the largest (11 students) in Year 11 has only one new stu-
dent at S.E.E. this year. It is also the schcol to which most S.E.E.

students apply if they decide to transfer back to a "regular" high school.

Admission Procedures

Each year students have been admitted to S.E.E. through a three step

procedure: application, jnterview and lottery.

The application forms are supplied by the Board of Education and in-
clude questions relating to the student's reasons for wanting to come to
S.E.E., expectations of the school, and learning goals. (See Tables 3.3,
3.4 and 3.5 and the discussion below). These forms are better advertised
and more freely available to students in some schools in the Borough than
in others. (In some instances, guidance personnel and administrators
actively encourage students who are obviously unhappy in the regular high
school to apply; in other cases, school personnel actively discourage

students -- especially academically successful ones -- from applying).

£
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The apnlication form includes space for a parent's signaturc, but anpli-
9 P ) ’ 1

cations from students arc considercd whether or not this is included.

Applicants are cencouraged to snend some time at the school prior to,
their interview. This takes vlace by anpointment and is conducted by one
of a number of ad hoc committces commosed of a staff member and two or
three students. The criteria for sclection have not been clearly defined
and approval depends upon the subjective judgement of each interviewing
team as to (a) how much the student is likely to benefit from being at
S.E.E.: (b) how much the school is likely to benefit from having the
student; and (c) how desperately the student needs to be rescued from the
school. situation he/she is currently in. If the student is "nmassed,' her/his

name goes into the lottery.

A general meeting® last May (1973) decided to introduce an additional
step which would allow for an avneal by rejected applicants., This led to
a second interview by a different interviewing group which was cmmowered
to confirm or overrule the rcjection. (Thirtcen students took advantage of

this procedure and six of these were subsequently admitted.)

The lottery is held in Junc each year at the school. It is an occassion

* Sce Chapter V.
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of some drama and high tension as the number of positions open and the
number of applications at each grade level is announced. The roster is
determined by striking a balance between the number of students planning

to retum to S.E.E. at a given lewel and the number applying for that level.
The fewest applicants are for Grade 11 where there are no incumbents and the
most {for Grade 13 which has the larger proporticn of continuing students
(see Table 3.2 ). This situation has serious implications which will be

discussed in Chapter IX.

Malysis of Responses on Application Forms

We have continued to have the cooperation of the Research Department
of the Board of Education in coding student responses to the questions
raised on the official application for admission to S.E.E. Needless to say, -
the categorization of open-ended questions of this sort poses problems
of validity which the reader should bear in mind in considering the inter-

pretations which follow.

Responses which students make to questions on the application
form for a school which they wish to attend -- and are later to be accepted
into -- may be expected to reflect some combination of three elements:
their real needs and goals, their inderstanding of what the school is
and values, and their expectation of what will be seen by a school screen-

ing committee as a ''good" response.

For whatever reason, a pattem is emerging in the educational needs

which students say they expect j‘t%have met at S.E.E. (see Table 3.3) S.E.E.

.,




is definitely not viewed as a place to "nrepare for 1ife' in the future,
but rather as one where the process of cducation offered by the school

is itself seen as a desirable alternative to that found in other schools.

When asked "thy do you think that S.E.E. will mect your educational
needs?" almost a quarter of the respondents in Year III rcfer to both
their personal needs (c.g. "S.E.E. enables the student to work at his own
spced and to study the courses which interest him''; "I will be able to get
knowledge and use it rather than learning knowledge and forgetting it;"

"I have come to realize that my educational needs involve a better awareness
of myself (and others), my environment, and my capabilities;"etc.) and to
their expectations of the school program (e.g. ''There are more COUTSES offered
at S.E.E. that interest me'': "because I want a chance to work more on maths
and sciences and try mysclf at working independently''; "the classes are
! smaller at S.E.E. than at ---=-----= where the teachers do not have enough
' time to look after all the difficulties'; etc.). However, an increasing
‘5 mumber -- especially of those entering Grades 11 and 12 -- have less to say

.

about themselves and/or more to say about the school in answer to this ques-

tion than in either of the previous years.

This trend gains in significance when examined together with the res-
ponses to the next question, Mihat feature (features) of this school interests
you most?" A marked decrease in students felt the need to detail the re-
sources of the school (26 percent compared with 70 percent the two previous

years (Sec Table 3.4), and instead emphasize the degree to which it is suited

to their personal requirements (80 percent cormmared to 53 percent in Year I

- and 42 percent in Year II). It }iodld appear that S.E.E. is now seen as pro-
L




- 18 - :

viding a particular type of lcarning environment to which students may or
may not be adapted. This may be a more realistic view of the school than
the "S.E.E. is whatever you want to make it" cleaim that has bcen current
with many members of the school over the first two years of its existence..
In any case, it would appear that the general student population in Eto-
bicoke has formulated an image -- oT perhaps a series of images -- of what
S.E.E. school 'is, and it is this perceived institution to which they now

apply.*

The other clear pattern in the response to the question on learning
needs lies in the consistent failure of students to make reference to a
need for a different type of learning relationship with other people --
either teachers or students. In Year I, less than one sixth of tﬁe res-
ponses fell into this category, and during the past two years, there was
an even lower proportion., This seems strange when the closeness of the
student-teacher relationship and the mutual interdependence of students
are such clear features at S.E.E.. Perhaps -the size and impersonality and
individualistic approach of most 1érge high schools has either dampened
the importance of or made it impossible for students to envisage alternative

basis for student-teacher and student-student relationships.

% We of course, do not have systematic information as to the image S.E.E.
as perceived by those students who do not apnly. This question should not
be taken lightly by either the Board or the School since S.E.E.'s image
among borough residents will effect the mmber and kind of applicants it
receives in the next several yedrs.

<i
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One of the most interesting changes in patterns of responsc over
the three yéars has been in the goals which students profess a desire
to pursue at S.E.E, when they anply for admission (Sce Table 3.5). The
pattern in both Year I and Year II was onc of Grades 11 and 12 students
being more or less divided in their orientation between goals relating
to personal learning and development and goals relating to subject mat-
ter and school achievement. This spring the balance shifted heavily to-
ward the personal goal orientation with three quarters of these students
expressing their intention to use the school as a basis for a type of
learning and living experience which was better suited to their indivi-
dual interests and needs than presumably had been possible in their old

schools. Typical of these responses are the following:

"To learn good work habits, responsibility and leader-
ship.,"

"To gain a broad and varied background in hunan and
intellectual endeavors which will provide me with the basis
for my future way of life."

"I want to develop cooperation and to learn as much as
possible by experience."

\

The other 25 percent of the Grade 11 and 12 apnlicants mentioned more
traditional academic goals; in no case did one of these students express

interest in both categories of goals.
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Almost 80 percent of the Grade 13 students, on the other hand, are
primarily concemed with obtaining their honors certificate while study-
ing "relevant” material in a mamner which is adapted to their leaming
needs. Only four of these students expressed a personal goal oricntation
to the exclusion of any explicit academic pursuit. The following are

characteristic responses:

"To complete Grade 13 in a manner not available in a
standard school."

"I would aim to get as much out of my subjects as I
could."

"o leam as much as I can in my area of study.”

when considered in the light of the difficulty which many students
-obviously have in achieving a full quota of credits and the fact that many
say that they are content to spend an extra year completing diploma re-
quirements, this raises a number of interesting questions which will be

discussed in Chapters IV and IX.

Resource Personnel

The primary resource personnel at S.E.E. remain the four full-time
teachers and the secretary, who have all been at S.E.E. since its incep-
tion. They are: Mr John Blackbum -- Languages; Mr. Barry Duncan --

English/Commmications; Mr. James Garnett-- Mathematics/Sciences; Mr.

Douglas Parker -- Social Sciences; and Mrs. blarf';oerf'i; Bolster -- Executive

Secretary. The heaviest burden of meeting a wide range of students’

academic interests and requirements continued to rest with the four regular




teachers during Ycar IT and stuwlents continued to make heavy demands on

all five of these persons for personal support and guidance.

The range of credit courses offercd was broadened, however, and the
work load of the staff somewhat lightened by the sharing of an additional
staff complement among 1l part-time tcachers who served as resource per-
sonnel for one or mo;c classes cach week, It was possible for students
to take courscs for credit or non-credit -- over 60 different courses --

primarily at the school. In addition, the many students on independent

study or in scrvice-study projects did their work partially or totally in-

dependently of these classes.

During Year II, three English classes and a Theatre Arts group were
led by supplementary staff members; courses in three of the Social Sciences,
two additional Languages, and one of the Sciences were offered by part-
time teachers. In adaition, Art courses were available at the school for

the first time.

At the beginning of Year III, there are 12 part-time staff members,
six of whom are teaching at S.E.E. for the second year. They are distri-
buted in curricular areas as follows: four in-English, two in the Social

Sciences, two in Languages, onc in 'ails/Science and three in the Arts.
s s

Mumerous people in the commumnity have been recruited as resource per-
sons on an ad hoc basis, either by teachers or by students. (See Appendix
C on School Program.) Many of these persors have come to the school on

one or more occasions to lead a seminar, give a lecture, etc.. Others have
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been visited at the institution with which they are associated by a
whole class, by a group of interested members of the school, or by in-
dividual students. Very few parcnts have volunteered their services
as resource personel. Two parents, however, did make a major contribu-
tion, one conducting a weekly seminar and the other assisting with a

language course.

Schecol Program

A brief description of the school program as drawn up by the four
teachers is included in Appendix C and D, together with 1ists of courses
offered in each of the four areas. There are two possible sources of
confusion associated with this material, one arising from the school's

organization and the other from the nomenclature used in this report.

Although H. S. I. requivres the school to offer courses designated
as Commumications, the Arts, Social and Envircnmental Studies, and Pure
and Applied Sciences, the school program is, in fact, organized among the
teaching competences of the four staff members. Thus the Communications
areas is divided between Language COUTSES offered by Mr. Blackburn and
English courses organized by Mr. Duncan who also takes responsibility for
the Arts program. The Sciences and the Social Studies pose no problem
in this regard, falling within the provinces of Mr, Gannett and Mr. Parker

respectively.

Over the past year, thcrgahas been a decreasing use at S.E.E. of
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the "grade" designation in favor of the usc of Years 3, 4 and 5. This
poses some problem for the purposes of this study as we are attempting,
wherever possible, to present material in a way which is directly compara-
ble with that reported last ycar. We have, therefore, retained the term
"orade" to indicate the level of the high school program being discussed,.
although we are well awarc that an increasingly large number of students

are taking courses at more than one level of advancement.

The teachers, on the other hand, refer to their courses by the
correct "Year" temminology. This is not to be confused with the authors'
use of the term 'Year" to differentiate between organization, programs

and students at S.E.E. in Year I (1971-72), Year II (1972-73) and Year

111 (1973-74).

There is no need to describe the overall program here as it remains
basically as outlined last ycar -- and continues to offer a clear altem-
ative to that found in other schools of the Borough. Certain significant

innovations have been introduced, however, and certain trends arc becoming

clear in program development.

The use of the commmity as an extensiom of the school is becoming
more Firmly incorporated in course design: the resources of 0.I.S.E. and
the Faculty of Education at the thiversity of Toronto have been mobilized
by Mr. Blackburmn for the purposes of the language program; the addition of

two new courses in the Scicnces has begun to move that area of study at

>
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least partially out of the school building; the Fnglish, the Arts and
the Social Science areas continue to make an ever-increasing use of peonle

and places for the purpose of their courses,*

There is now an established tradition of student involvement in
course design in the Fnglish, Arts, Social Sciences and one of the Science
Courses. This takes two forms: that of students either collectively or

individually tailoring course content to suit their particular interests

and needs, or that of students actually initiating new courses on their own.

The Arts program has begun to offer a wider range of options to the
students. The addition of Art courses last year filled a serious gap in
the overall school program. This year a Creative Dance class extends still

further the expressive life of the school.

Another development arises from a general concern OVer the tendency
for many students to get caught uwn in a current of macademic drift" at the
school. Teachers have been scarching for ways to retain closer contact
with students and to more effectively monitor their academic progress, at
least in courses being taken for credit purmoses. This concern has re-
sulted in two new practices being introduced in Year IIIL. fwo teachers now

require students to write tests at regular intervals -- the voluntary,

—

# This teacher emphasis appears to contrast sharply with student attitudes
reported in Chapter V. ,
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sclf-paced process of cvaluation having been discarded. Another tcacher

is encouraging his students to make and keep regular anpointments in

order that he may keep abreast with their overall school activities, many

of which may not be directly course-related.

School Administration 3

The in-school administrative responsibilities for S.E.E. are divided

among three categories of personnel -- nonc of whose primary function is

that of administration. School 1iaison with the Board of Education rotates

among the four full-time staff members. The secretary handles routine ad-

ministrative matters, as well as special demands, both of the senior Board

administration and of the school itself. The students are involved in

various ways which range from regular telenhone-answering and message-

taking to participation in the making and carrying-out of major decisions,

(for examnle, establishing criteria and procedure for school admission).

The onc important area in which students have shown little interest has been

in the disnosition of the school budget.




Chanter TV
aantet Ly

Student Adjustment, Change and Growth in Vear II

In our Phase I rerort we perceived the first year at S.E.E. for
most students to be "akin to being thrown into the water for the first
time and told to swim''. Year II was a laboratory for a diverse groun
of struggling novice swimmers and a group of more exnerienced "veterans''.
Although the exnefienced students seemed much more comfortable in the
water, both groups found the exnerience‘at S.E.E. both sobering and re-
wardine for personal development. This mixture was aotly summarized

by a first year S.E.E. student in the following manner:

"My outlook on life has chaneed. Before I came here
I was more cynical...I had more self-confidence...I thought
for sure I was going to get credits for some of the orojects
I've done, but after I handed them in...I failed them. This
last oroject I'm doing I'm nretty sure I'm going to mnass,
but I'm worried about it, whereas before (in my old school)
I wasn't. ([But] I'm getting more involved in things. I'm

just more interested in things in general."

In this chanter we shall attempt to convey to the reader some sense
of the nroblems, frustrations and satisfactions exnerienced by students
in Year II as they struggled to adjust tc and re-shane the independent

experiential learning environment at S.E.F.. We shall also nresent data

on academic achicvement drawn from school records as well as students'

<3
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The quantitative data, other than that taken from school records,
are based on student responses to a lengthy questionnaire distributed
in May, 1973. (See Appendix D) Student comments are taken from the

interviews conducted in April, 1973. (Sce Chapter II).

Our data arc tabulated and presented separately for first year and
second year students to facilitate comparisons between the two groups.
We have done this also because many of our questions asked students to
compare their abilities, performance, and experiences during Year II at
S.E.E. with those of the previous year in school. Since first year stu-
dents were attending more or less conventional high schools and second
year students were attending S.E.E., the point of comparison was dif-
ferent for each group. Therefore their comparative ratings would not

have the same meaning and could not be lumped together statistically.
We have organized this chapter to facilitate these comparisons
within each of the following topics: adjustment to independent learn-

ing; personal growth and change; and academic achievement.

1 Adjustment To Independent Learning

Adjustment to a nev educational environment can be an extremely dif-
ficult process when some of the familiar features of the old environment

are quictly present while others are ceaspicucusly absent. Clearly,

S.E.E. was perceived by most students, staff, snd parents as an academic

lj institution offering courses for credit toward a high school diploma
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and university entrance. (Sec Chapters v, VI, VII.j At S.E.E. teaclers
and resource people ''gave" courses and students "took" them. Students were
expected to get "involved" with their courses and to produce some visible
evidence of work accomplished if they wished to earn course credits. How-
ever, the similarity ended there. Students were expected to assume far
more responsibility than they were in their former high schools for deter-
mining what amount or kind of academic work they would undertake, how they
would go about it, when they would work on it and complete it, and even
how it would be evaluated. Often they were expected.to help determine the
specific topics to be covered in class and they were frequently responsible
for conducting seminars themselves. Attendance at classes was not manda-
tory. Teachers typically did not set dcadlines for its submission aﬂd en-
force those deadlines, or test students regularly on their accumulated know-
ledge. There was no system of ggzggl_evaluatioﬁ or reporting {except at
the end of each year) to mark off the academic progress of students during

the year.*®

Furthermore, for many students and staff members, S.E.E. is more than
an academic institution offering credits: it is a largely self-govering
"commmity' where students are exnected to participate with staff in policy-
making and administration of the school; i? is a place where it is OK to be
ndifferent", to be yourself, to cxXpress yourself freely and to follow your
own interests; it is a place where learning outside of the classroom is
encouraged and given legitimate status (for credit) along with classroom
Jearning and where the leaming exverience is valued at least as much as the

outcome or product.
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* plthough in programs such as math and language where there was an indivi-
dualized program administered through compentency based testing - student's
Inew the extent of their progress through the required material.
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In sum, the cxnectations of a student at S.L.E. are greater and

more varied, and the amount of responsibility placed on the student

to decide how and to vhat extent she or he going to mect those expecta-

tions is much heavier than in conventional high schools. Thus the
transition from a more controlled, staff-directed high school environment

to the S.E.E. environment is bound to be a difficult one for all but a
fortunate minority who are already self-motivated and sclf-directed learners.

Many of these difficulties were noted in our Phase I report. In one :
sense, students who entered S.E.E. for the first time in Year II were in
the same nosition as second year students had been when they first came
to S.E.E.. In another scnse, the situation was different in that they
were entering an cstablished environment with a partially defined struc-
ture and mode of ormeration. For some students, the task of adjustment to
a new enviromment within which onerating nrocedures have been established
may be less difficult than that of adjusting to a relatively undefined
situation: for other students the reverse mdy be true. Furthermore, the
ethic of personal enjoyment of learning sometimes conflicts with the ethic
of producing evidence of academic accomplishment, thus burdening the new

student with yet another adjustment problem. The comment of a first year

student, illustrates this dilemma:

"y basic difficulty with my design project in art was
keeping it my own work, Also 1 started tc worry about get-
ting it done on time, which decreases the enjoyment. If I
don't enjoy it, it's like a mandatory thing, and I didn't
come to S.E.E. for that. I came to S.E.E. so I could do
things I enjoy." an
G&




Tndenendent Study Skills. Independent study projects arc a signi-

ficant aspcct of many courses at S.E.E.. To ascertain how well first
year students saw themsclves handling the demands of independent study
and course work at S.E.L. compared to their previous school we asked
them to rate themsclves on such abilities as communicating ideas, set-
ting goals, organizing time, mecting deadlines, doing independent re-
search and completing projects. We also asked them to rate their in-
+erest in course work, the overall quantity of their work and their re-
lationships with teachers. The responses are sunmarized (for both

first year and second ycar students) in Table 4.1.

For first year students progress in adjustment was uneven. A
significant minority rated themselves as less effective than the pre-
vious year in '"setting goals" (23%), meeting deadlines (40%), com-
pleting projects (28%) and "organizing time' (19%). Conversely, a
significant percentage rated themselves as more effective than the pre-
vious year in ncommunicating ideas' (44%),.setting goals (42%), organiz-
ing time (40%), doing research (65%) and completing projects (35%).
Furthermore 79% of first year students rated themselves as "more interested
in course work', 74% rated their relationships with teachers as better,
81% said they read morc, and 63% rated the overall quality of their work
as higher than what they had done in their former schools. Thus the over-
all academic adjustment picture for first year students shows inpressive
gains in academic interest, relations with teachers, reading and doing
rescarch and quality of work, with more modest gains in other skills re-

lated to independent learning.
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The sclf ratings of second’ycar students suggest a pattern of
growth and development of confidence in independent learning skills
over a two Year period. A significant percentage rated themselves as
more effective than they had been in Year T at S.E.E. in setting goals
(76%), "organizing time" (60%), "communicating ideas (60%), "doing
research" (52%), "meeting dcadlines' (44%), 'relating to teachers' (44%),
and comnleting assignments (40%). Additionally, 72% rated the overall
quality of their work as higher, 56% rated their intercst in coursework
as higher, and 60% reported that they read more than in Year I. Only
a few second year students rated themselves as less effective in any of

these areas.

The importance of the two different noints of comparison for first

and second year students is underscored in the patterns of responses to
some of the items in Table 4.1. Significantly higher percentages of

first year studeﬁts than second year students rated themselves as better
than the previous year in "interest in coursework" (79% vs 56%), ''relating
to teachers" (74% vs 44%), and "amount of reading' (81% vs 60%). Thus

it appears that from the perspective of a conventional high school, S.E.E.
makes an inmediate impact on student att:itudes toward courses, teachers
and intellectual activities like reading while confidence in the skills
and self-discipline required for independent learning takes longer to
develop in most students, often not emergi - fully until the second ycar

at the school.

Some of the differences in patterns of growth and adjustment to in-

dependent learning among second year students are illustrated by the
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following responses to the question: 'Has your ability to sct your

own objectives and organize your own time changed during the year?"

"yes. Last year I had a lot of problems. This yecar I

know exactly what I have to get done. I sit down and do it."

"No. I nut things off. I'm not organized. T think I
should be able to do it on my own. Then all my work was piled
up at the cnd of the year."

"Yos. I'm far better. I'm doing more reading than last
year. I vick up books for mv own nleasure. I can meet dead-
1ines better, but still I'm not very good at it. I nut every-
thing off. Essays are getting better becausc I've done more
writing and reading."

"Everything has imnroved....I was kind of confused last
year. This year I didn't leave everything to the end. last
year I left some essays."'

"Not much change in skills. T had no problems before.
The quality of my work is the same...Standards are higher at
S.E.E. for what constitutes a good piece of work."

"Yes. I had a lot of difficulties last year. Every-

thing had to be done at once. I'm more capable now of in-
dependent study..."

Courses Dronned., As we noted in our Phase I revort, many students

in Year I started the year with more courses, projects and other learn-
ing activities than they could manage and subsequently dropped many of
them. We expected that first year students in Year IT would repeat this
pattern, though perhans to a lesser extent in that they may have been
warned against this by scaff members and second year students. We also
expected that second year students, having learned through exnerience
how much work they could handle, would drop fewer courses than first
year students would, Our nredictions were borne out by the data. First

year students dropped an average of two courses OVET the year while se-

cond year students dropned one35
[f
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The reasons given for dropping courses differentiate first and se-
cond year students and underscore the difficulties first year students
experienced in their efforts to organize and adjust their workloads and
schedules. The most ccmmon reason cited by first yecar students was
"lack of time" (42%); Often they found that a course entailed much more
work than they had anticipated and they found themselves falling be-
hind in their work. Most second year students, on the other hand, cited

"ack of interest" as a major reason for dropping a course.

No complaints about the difficulty of courses or of falling be-
hind were voiced by second year students. Thus the overall pattern over
two years Seems to be one of progressive adjustment and the devclopment
of a more realistic perspective on a manageable course load. This has
implicatioﬁs for S.E.E.'s admissions ﬁolicy which will be discussed in

Chapter IX.

Research Projects. In talking about their problems with research

projects in the interviews, first year students emphasized difficulties
with getting started and locating resources, and reported that they
tended to rely on course outlines and conferences with teachers for pro-
ject ideas. Second year students commented that they usually came up
with their own ideas for project topics and stressed problems in or-

ganizing and interpreting information once it was collected.

Students Who Left. Another indirect index of adjustment difficul-

ties in a new environment is the numher of students who leave. Six (10%)

first year students and three (8%) second year students left during
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Year 1I. Three first ycar students transferred to other schools; the
remaining six left either to take jobs or to travel. Three of these
were in Grade 13, two in Grade 12 and one in Grade 11. The percentage
of students who left in Year II rcpresents a substantial reduction
from that in Year I wﬁen 18% of the students who started the ycar at

S.E.E. did not finish.

Before concluding this section we wish to caution the reader a-
gainst interpreting the adjustment difficulties we noted above as an
indication of student "immaturity' or inabilify to cope with the respon-
sibilities of independent study. Many courses at S.E.E. emphasize depth
over breadth of coverage and it is often impossible for students and
teachers to determine in advance how much actual time and work a parti-
cular project may require. Past experience may not be of much help
since a "normal' six credit course at S.E.E. may involve more work than

the same load in a more conventional high school programme.*

The fact that so many courses and projects are open-ended at S.E.E.
makes the task of allocating time and energy among the various courses
and other learning activities in onc's program doubly difficult. Finally,
as we noted above, the unavoidable conflict between the ethic of learning
for en_oyment and learning for credit confronts the S.E.E. student with
a basic value dilemma which makes "adjustment’' an ongoing problem which

may never be comfortably resolved.

[ * Physical Fducation, tome Economics, Industrial Arts and Business courses
L. are not available options for students at S.E.E..
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II Personal Growth and thange

At its conception, S.E;E. was vested with more than an academic
mission. It was also committed to the personal growth and develonment
of students through a broader concept of lcarning that ranged beyond
the confines of the classroom and the school. We thereforc tried to
clicit, primarily through our interviews, evidence that would indicate
whether S.E.E. was making an impact on personal growth and development

and, if so, what sort of effect it was having.

As we talked with student after student in Year I and Year II,
there seemed to be little doubt that the "g,E.E. experience" left the
personal lives of fow students untouched. The reported changes were
sharper for students in their first year at S.E.E.. Some found them-
selves questioning the values and goals they had brought with them.
Some felt more sure of themselves and of where they wanted to go;
others felt less sure. Some expressed increased optimism and confidence;
others expressed confusion and anxiety. These are only some of the

varied symptoms of change and growth,

In our Phase I report on S.E.E. we defined nersonal growth as
ng process of gaining insight into your own possibilities and limita-
tions and of coming to grips with who you are and what is meaningful
to you'. This process can be disturbing and painful at times for growth
and change are ncver smooth or trouble-free. The S.E.E. environment

demands that students come to grips with thesc questions but does not

provide ready answers. Each student wust answer the questions himself.
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Fvidence of Personal Growth. In our interviews with S.E.E.

sticlénts in both Phase I and the current report we asked the following
question: "Have you changed since coming to S.E.E.? If so, in what
ways?' In Year I, many students reported significant growth in their
ability to relate meaningfully to different kinds of ncople, to engage
in fruitful self-directed activity, and in personal insight and sclf-
awareness. The majority of first year students in Year II also rcported

similar changes, as the following excerpts from the interviews illustrate:

myes. I'm more able to accept variety and change. 1
used to be a static type. I used to cope with only regular and
repetitive things. Now practically everything intercsts me.
Everything I do has an essence of S.E.E...I think S.E.E. has
done so much for me in so many ways."

"T'm definitely more 'together' than last year,...be-
cause I'm not at straight school -- teachers and routines
bugged me. Everything was personal evaluation. Marks wete
jmyortant...S.E.E. has helped me a lot."

"I don't know. I've changed, but maybe it's just be-
cause I'm a ycar older. I think different. I'm a lot more
patient, can accept things more, other peoples' point of
view."

"Yes. I'm more onen-minded. Less gullible. Can ac-
cept things for what they are. People arcn't gossipy here.
I'm more open. I1've come to know mysclf more as a person."”

"yes. Before I got reasonably good marks, without work-
ing very hard. Now I'm working on my own, I find it really
difficult. Before I had an assigned textbook and ail I had
to do was memorize it for a test. Now I have to decide what
information will be useful to me, and go out and find it, and
then write it up.”

The following response seems to capture the unsettling effects of free-

dom and responsibility at S.E.E.:
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You ask more questions about things here.”

ponses:

interests, can plan my time better than before.

answers.,"

supposed to do.

"Wes. Have had a chance to think of things.
sucked into system--- so much pressurc on you to do what you're
Herc there's time to think and there's nobody

telling you you've got to do this, to do that and that way. It's
a lot easier to think what you really want yourselfl"

“Oh, what a question! You think of yonrsclf changing
along a pattern...School was no challenge at all till I
came here. Fveryonc who comes here 1s an individuval. In
my old school therc was more compulsion for me to act like
the "normal person on the street.' Here there's more free-
dom to be vourself. I get morc and morc insccurc cvery
year. But I'm getting more confident in my insecurity.

Second year students noted few significant changes hetween Year I
and Year II at S.E.E. but commented on their overall personal growth
and develovment since coming to §.E.E.. The comments below may pro-

vide the reader with some scnse of the diversity of individual res-

myes. I can accept responsibility...have sorted out my

Really matured
a lot through all this...getting to know a lot more people....
learned a lot about people...how to get along with people, and
I'm wore open. I'm not as necurotic as I used to be.”

"ot since last year. I changed then. Maybe I don't
worry about where I'm at anymore. I usced to think there were

I was so

wes. Most definitely more able to talk to pcople. I've
come out of mysclf. I've become more assertive..."”

Futurc Plans. The formulation and redefinition of plans and goals

is another aspect af perscnal growth and develonment.

Indeed, painful

I uncertainty and continuous redefinition of plans seems to be a signifi-

cant reality not only of adolescence but of general life cycle develor-
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with the way you felt last spring, do you feel more or less sure of
what you Qill be doing after you leave S.E.E.?" Just under half of

the first year students indicated that iheir feelings had changed

since coming to S.E.E: about half of these said they were more sure

of their future plans; the other half said they were less sure or am-
bivalent. When asked about specific plans for university and/or a
career ,39% of the first year students we interviewed said that they had
definite plans, 35% said they had no plans and the rest said they were
wnsure or their plans were undefined. The responses below illustrate

the range of plans and feelings among first year students:

"More sure...Everything is more real. I've come to
terms with my life. S.E.E. has jarrcd me out of a rut...
the future has become realistic.”

"Less sure. I never really did know what T wanted
to do when I leave school. Perhaps some type of farm
work would be good."

"Sure. I'm going to umiversity for social work."

"More worried about what I'm going to do. Sometimes
it's hard to get to sleep...Before, I wasn't interested in
going to university, but now I'm looking into it. After,
I want to start a general store."

"No change. I made up my mind as soon as I entered high
school to study architecture..."

"™Wo. I don't think it's important to know. I have no

long range plans anyway!"

"I'm not clear. Later on I'll probably zo to school and
take credits. I'd love te be a lawver; but it takes a lot
of years. I have so much to do in my life. I'm interested in
criminal law...we have an unjust prison system."
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Second ycar students secmed no more certain about their future plans
than first year students. 40% said they were certa’n about university
and/or carcer plans, 33% said they had no plans and the rest were un-

decided. Here are some of their responses O the question noted above:

" don't think it's immortant to know. I have no long
range plans anyway."

"About the same. I knew right along I wanted to be an
archeologist. It's casier now, because T can take Spanish
and couldn't in ordinary school. I want to go to South America.
I plan to go to U. of T. for the first few years."

"I may go to university -- Toronto or Trent -- for history,
or I may go to Fngland. No idea what 1'11 be doing five years
from now," .

1"Less sure. Last vear I was quite sure. Still I have some
university goals -- definitely planning to get a scholarship.
Last year I definitely wanted to be a stockbroker. This year I
really don't know about that..."

miore sure. I want to teach young kids. I have thought of
what gocs on at Teachers College."

Attitudes Toward Fducation., A significant number of first year

students also cmphasized that S.E.E. influenced their views on schooling
and education. For cxample, nearly two thirds of all first and sc-

cond year students reported that S.E.E. had fulfilled their exmectations
that "knowledge and learning is an end in itself" and that school was

not just "a diploma mill'. Only two students out of 22 stated that their
only interest in school was "to get through with a diploma'. In our
intervicws we asked: "Mas your basic interest in what you wart frem
school changed since you've come here?" Herc arc a sampling of the

responses of first year students:
b
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"Mefinitely yes. I didn't expect anything from my old
school. Here I'm learning how to lecarn."

1o, When I came here I wanted a place that was relaxed,'
had a nice atmosohere, a place where I could feel 1 was actual-

1y doing something. "

mo. T still want credits, which is why I came here. I
want to get a diploma, to possibly further my education. All
my interests require at least a Grade 13 diploma."

i"yeah, Before I really didn't know what I wanted to get

out of school. Now 1 100k at school as a vlace where I want
to learn...I wouldn't be here, if I didn't want to learn."

The following comment aptly summarizes what S.E.E. meant to a number

of first year students.

"] want school to give Ynowiedge for my life, not just
books. I got more than I was expecting to get. 1 learned

about myself."

The responses of second year students to the same question parallel
those of first year students. Nearly half repcrted that their basic in-
terest in what they wanted £rom school had changed since they came to
S.E.E.. Not one second year student stated that his/her "only interest
was to get through school with a diploma’. The following are typical

comments taken from the interviews:

"] wasn't sure what I wanted when I came here. I was fas-
cinated by everything I could do. This year I wasn't sure what
I wanted to do. Next year 1'11 be continuing on with areas of
interest. Every year 1 get more out of being at S.E.E.."
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myhen 1 first came here, I didn't know what I could do
with it. T had always got very high marks but never learned
anything. Just studiced for cxams then forgot vhat T learncd.
I get disgusted now if I can't learn anvthing when I go to
a class. S.E.E. makes me listen morc and learn more."

Broadening Intellectual Interests and Activities. [Ingagement in

intellectual and cultural activities outside of school can also bhe
viewed as a nartial measure of personal growth and development. A sub-
stantial majority of first year students reported that they read morc
(81%), wrote morc (73%), attended more films (71%), and travelled (87%)
more than they had while attending their former high schools. A signi-
ficant number also said that they visited museums more often (51%), and
attended more lectures (61%), plays (46%), and concerts (41%) than the

year before. ISee Table 4.2).

The self-ratings of second year students showed continued increases
in reading (56%), writing (60%), travel (52%) and attending plays (42%)'
over the pravious year at S.E.E.. All in all, our impression is that a

substantial majority of students have been taking good advantage of the

opportunities for intellectual and cultural enrichment afforded by S.E.E.'s

flexible program structure.

111 Academic Achievement

We collected four kinds of data relating to tte academic achijsvement of

S.E.E. students in Year II: (1) marks for courses completed in cach of
the four major subject divisions: (2) students' own estimates of the

quantity and quality of their academic work compared to the previous year;
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(3) dinloma credits carned and (4) university acceptances and cntrances.
In this scction we shall be comparing the per formance of first year stu-

dents with that of students in Year I as well as with second year students,

Marks. Marks are, at best, a rough measure of academic achicvement.
’ ’ -

Since marking criteria and standards vary from teacher to teacher, and

may not be consistent even for any individual teacher over time, we would
urge the reader to be extremely cautious about drawing conclusions from

our data on average marks for each major subject area. This is especially
true with respect to our data on changes in marks averages over time.
Probably only the most extreme changes reflect real (meaningful) differcnces

in levels of qchievement.

We collected information on marks éiVCn for completed courses from
school records in June, 1973, and, again in October to pick up marks in
courses that were incomplete in Jume. The distribution of marks in each
subject area show in Figures 1, 2, 3, and 4 in Appendix B, Figures 5,6,7
and 8 attempt to show the extent to which students' average marks went
un, down, or remainéd the same in comparison with their marks in the pre-

vious year.*

Except in lLanguages where the average marks of almost half the stu-

dents went dowvn, the number of students whose marks in any subject area

* TIn these histograms we defined "no change" as an average within 5
percentage noints of the previous yecar's average.
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drooped was negligible for both first and second year students, }Most

students either maintained their mark averages or increascd them.

A closer examination of the histograms showing changes in average
marks reveals that first year female students did better than males in
the Languages and Maths/Sciences arcas, the latter being traditionally
male-dominated fields. Second year female students also achieved higher

marks in Languages than did males.

This may reflect a significant develooment occurring in S.E.E.'s
academic and social environment. We might smcculate that either the
S.E.E. environment breaks down traditional male/female academic stereo-
types, or it éttracts jnnovative and highly motivated female students
or both. The academic records of these students jndicate that they were
shattering the traditional academic roles of females. These traditional

roles have reflected inferior performance by female students on tests

*

jnvolving analytical thinking, spatial ability and arithmetic reasoning.

Overall yearly mark averages are often used as jndices of general
academic achievement and growth. Table 4.10 presents these averages for
S.E.E. students over a tWo year veriod. For first year students this
covers the previous year in their former schools; for second year stu-

dents the averages are for two years at S.E.E.. The most striking

»

* TFor an in-devth analysis of the female role and achievement, see Lois
Wladis Hoffman, '"Farly Childhood Expecriences and Women's Achievement
Motives," Journal of Social Issuecs, Vol 28:2 (1972), pn. 1.20-155.
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aspect of these data is the lack of change. In no case do the averages
shift more than a fow percentage points, indicating that they are indeed
a stable (i.e. relatively unchanging) index. Of what, we cannot really
say. Certainly other data we have presented point to significant intel-
lectual growth and chﬁnge which is not reflected in these mark average;.
All we can say for sure is that for students who choose to attend S.E.E.
the risk of losing these highly valued academic points is very low, al-
though the number of courses completed dnring a single academic year will

likely be fewer than in another high school.

While changes in average marks are gencrally consistent with our
general picture of adjustment to independent learning at S.E.E., an ad-
ditional perspective may he provided by the students' own ratings and com-

ments on their academic progress and intellectual growth,

Student. stimates of Their Gwn learning: Ouentity. We asked students

to rate the amount of work they had done in each subject compared to the
previous year. Their ratings are summarized En'Table 4.3, A majority of
first year students reported that they did more work in English (74%), So-
cial Studies (61%) and Languages (54%); a substantial minority also said

they did more work in Maths (30%) and Sciences (38%). However, a numbeT

of students reported that they did less work in Maths (35%) and Sciences (45%)
than they had in their previous school. Thesc estimates parallel those re-

ported in Phase I and reflect a continued bias of S.E.E. students towards

courses in the Social Studies and in English/Commmications.
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Sclf-ratings of second year students indicatc that a substantial
mmber felt they were doing more work in Year II than in Year I in
English (72%), Languages (54%), Maths (54), Social Studies (42%) and
Scicnces (38%). These cstimates scem censistent with our overall

impression that a majority of second ycar students had scttled down

to do more serious work in Year II.

Student Estimates of Their Own Learning: Quality. We also asked

students to rate the quality of their learning in cach subject area
compared to the previous year. Their ratings aie sumarized in Table 4.4.
Again, an overwhelming majority of first year students rated the quality
of their learging as higher than the previous year in Social Studies (91%)
and English (80%), and a substantial number rated it higher in Languages
(56%), Science (50%), and Maths (33%).1 The responses closcly parailel
the self-ratings of the amount of work done. Self ratings of second year
students indicate that substantial percentages felt that the quality of
their learning had improved from Year I to II in Social Studics (68%),

English (64%), Science (33%), Maths (31%) and Languages (27%).

Student Satisfaction With Their Own Learning. We also also asked

students whether or not they werc satisfied with the effort they expended
and the sense of achievement and understanding they gained from their
courses at S.E.E.. Their responscs are summarized in Table 4.5. The
overvhelming majority of both first and second year students reported that

they felt satisfied with their learning at S.E.E..
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However, a substantial minority of first year students cxpressed
dissatisfaction with both the quantity and quality of their efforts in
Maths (30% and 27%), and Sciences (29% and 21%) and with quantity only
in Languagcs (28%), and Social Studies (25%). Fxpressed dissatisfaction
among sccond vear students was generally lower with respect to Languages
and Social Studies but about the same for Scicnces and Maths., The
percentage of students dissatisfied with their learning in their courses
in the English/Communications area was consistently low for both groups

(12% and 8% respectively).

We must urge extremc caution in interpreting the self-report data
regarding academic achievement. As with teacher assigned marks, the
ratings rcflcét an interaction between the standards and expectations of
the rater and what was actually done. Thus, tor example, the higher per-
centages of student who expressed dissatisfaction with their efforts in
learning in Year IT compared with those in Year I may reflect higher

achievement expcctations rather than lower petformance.

Dinloma Credits. S.E.E.'s diversity of learning experiences is

reflected both in its offering of credit courses leading to diplomas and
its offering of a wide rangc of experiental learning opportunities such
as commmity work, multi-media experiments and €ield trips. First year
students, like students in Year I, chose to he heavily involved in
S.E.E.'s cxperiential learning opnortunities, rather than seeking to
earn the normal annual quota of six diploma credits. Also, like students
in Year I, they earned an averaqe of 3.5 credits cach over the year.

Second year students, reflecting the general second-year "settling down"
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phenomenon, earned an average of 4.6 credits per student. The distri-

bution of credits earned during Year II is shown in Table 4.6,

According to the Ministry's guidelines in H.S.1, 27 credits are re-
quired for a Secondary School Craduation (Grade 12) Diploma and 32 for
a Secondary School Honours (Grade 13) Diploma. By the end of Year II an
overvhelming majority of first year students (90%) and second year stu-
dents (77%) who began the year at the Grade 12 level, earned enough cre-
dits for a grade 12 diploma. However, a much smaller p <entage of Grade
13 level students earned diplomas. (See Table 4.7).

Clearly, S.E.E. students have earned fewer diploma éredits per year
than most students in conventional high schoois. There are both positive
and negative reasons for this. First of all, the previous mentioned pro-
blems of adjustment and the fact that some students did little or no aca-

demic work while at S.E.E. cannot be denied. Assuming some exnectation of

academic achievement, it must be recognized that "S.E.E. isn't for everybody'.*

Howover, it must also be recognized that the conceptions of learning and intel-
lectual activity at S.E.E. are different from most conventional high schools.
At S.E.E., emphasis is almost always on the quality of work done and of the
learning experience, rather than on quantity; process takes priority over pro-.
duction: depth is valued over broad coverage. Further, personal growth and
development and involvement with the commmity life of the school are for many

on an cqual value plane with academic learning and work.

* That there is disagreement as to what the purposes and exnectations of the
school is one of the main themes of this report and will be discussed more
fully in Chapters VI and IX.
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These facts have scrious implications for the rate at which stu-
dents earn dinloma credits, which are, after &ll, a auantitative measure
of academic outnut. If a student chooses to particinate fully in the in-
tellectual and social life of S.E.L., this may necessitate (at lcast for
many students), a reduction in the rate at which dinloma credits are
earned. While the teachers have made great cfforts to grant credits for
a wide varicty of learning activities, they are still constrained by
Ministry guidclines and the need for visible academic nroducts to justify
the awarding of credits. Additionally, it is more difficult at S.E.E. to
define the boundaries of a course and the students may find themselves
investing much more time and encrgy in their education and in the school,
while earning fewer credits than they would have with less effort in their

former schools.

s In our interviews and informal conversations, many students indicated
they would rather snend two years at S.E.E. to earn a one year quota of
credits than forego the numerous non-credit experiences in order to "finish
up'* in onc ycar. This seems to us to be a valid and logical extension of
the credit system and the concept of continuing education. It is also

a testimonial to the intellectual and social environment provided at S.E.L..

Ife see no reason why a stigma should be attached to young people who choose
to savour their learning exveriences more slowly and thus accmulate their

diploma credits at a more leisurely rate than others.

In Year 1I, 15 S.E.E. students achieved Grade 13 diplomas and annlied

\
} to universities. Twelve were accented and 11 finally enrolled in the Fall
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of 1973.*% In addition four students who had achieved cnough credits for
Grade 12 diplomas, but lacked cnough for an lonours Diploma applicd and
were accented to University. This represents a marked increasc over
Year I when only 12 of 19 students who achicved Grade 13 diplomas went
on to university the following September.  Apparently, Grade 13 students
in Year II posscsscd strongcr and more immediate university aspirations.
It may also interest the reader to note that in Year 1I eight S.E.E. gra-

duates received Ontario Scholarships.

Female/Male Differcnces. Our data also reveal that female students

earned more diploma credits on the average than did male students in their
first year at_S.E.E.. (Sec Tables 4.8 and 4.9). In Year I 44% of female
students as opposed to 25% of males earned 6 or morc credits. In Year II,
129 of first year female students carned 6 or more credits, while only

13% of males did. These clear cut differcnces indicate that, at least

in terms of meeting academic cxpecfations, female students adjusted more
quickly than males to independent learning at S.L.E.. However, the males
secmed to catch up by the second year. Differences in tYe numbers of
credits earned between male and female second year students were negligible.
The male/femalc differences noted above are also reflectéd in our data on
university acceptances and entrance. Thirtecn of the sixtcen students who

graduated and went on th university were females.

# One student is cnrolled at the Ontario College of Art starting in
January, 1974; another student who entercd university in September has
since left. 5
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Chapter V
Student Perceptions of the Climate and Expectations at S.E.E.

Most of the data presented and discussed in this section are derived
from responscs to a lengthy questionnaire distributed to all students in
May, 1973. Approximately two thirds of the students (43 of 60 first year
students and 25 of the 36 sccond year students) completed questionnaires
and retumed them to us.* In most cases, the data are reported in terms
of percentages in each responsc category. These data arc also supplemented
by comments taken from interviews with approximately one third of the

total student population.**

A nunber of questions asked students to compare their activities and
experiences in Year II with those of the previous year. Since the points
of comparison for first and second year students during Year II of S.E.E.'s
operation are different, we shall present the data in a way that highlights
the differences betwecn each group. The point of comparison for new stu-
dents most typically seemed to be the experiences they had in the schools
they attended prior to coming té S.E.E. For second year students, the

point of comparison was most typically their prior year at S.E.E.

* This is a lower rctum rate than we received on the questionnaire data
‘5 Phase I. For possible explanation of this, see Chapter II, p. 8

** For sampling procedures, see Chapter II, p.8
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Given these different reference points it could be expected that
first year students would tend to see the overall climate at S.E.E. in
more positive terms than would sccend year students. Second year stu-
donts would tend to be more critical in their comments, especially if
they carried with them a positive image of their.first year at S.E.E.
Appendix E illustrates this trend. It contains sample responsecs to
a question asking students to compare Year II with their previous year
of school. The diversity and the contrasts among these comments should

be kept in mind throughout this chapter.

To provide an organization for this scction, we have grouped the
data on student perceptions of the S.E.E. climate under the following
gencral categories: (1) academic, (2) general intellectual, (3) inter-

personal, (4) community-mindedness and (5) decision-making.

Academic Climate and Expectations

S.E.E. is many things tc many people. What makes it a "school" 1is

its power to offer courses and credits, though under conditions quite

how students perceived and valued the academic climate at S.E.E. in Year

II.

Table S.lsummarizes the responses to a series of items related to

student perceptions of courses and course work. In analyzing the data

15 percentage points or morc) in comparing the degree to which students

o4

different from those in most high schools. We therefore wished to find out

we have chosen to erphasize only large percentage differences (epproximately
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saw themsclves, other students and teachers as highly valuing certain
aspects of S.E.E.'s climate.* The responses suggest a nurmber of S.E.E.'s

strengths and problems.

In contrasting the degree to which first and second year students
report personally valuing certain academic activities, the data showed
only strong differences on two items. Responding to the question about
"actively ¢.ploring commmity resources for information directly related
to course work" 49 percent of the first year students and 20 percent of
the second year students responded that they highly valued doing this.

In addition, on the question related to 'preparing a paper, film, seminar,
etc. specifically designed to show others what I have leamed" only 21
percent of the first year students reported highly valuing this, cormared

to 40 percent of the second year students.

When asked to what extent they actually engaged in the activities
in question, second year students reported higher frequencies than first
year students on "preparing papers, films, etc. designed to show others
what I have leamed" (36 percent cunpared to 19 percent), and "planning
my own independent study, research, etc. related to my courses” (60 per-

cent compared to 47 percent).

These data fit our irpression of a pattemn of adjustment to a radi-

* The data in TableS5.1 is a partial tabulation of ratings on a threc-
point scale (highly value, value somcwhat, and censidered wnimportant).
No more than a few students responded 'consider unirportant’ to any of
these items. .
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cally different educational climate over a two ycar period. Second
year students, better able to organize their time anu their thoughts,
did morc independent work involving fairly complex self-initiated
projects. However the second ycar students' relatively low valuation
regarding cxploring community resources should be a source of concem
for S.E.E., in light of the objective of providing for cxperiential

lecaming in the commmity.

Particularly telling in this regard is the contrast between the
students' report of what they value compared with their perceptions
of what they think teachers vaiue. Almost all students (80 percent)
saw teachers valuing highly "actively exploring commmity...." Clearly,

the data suggest that tcachers were seen to value this activity more

than students.® To the degree that this conclusion is confirmed and con-

sidered relevant by the staff and students currerntly at S.E.E., it re-

presents a problem for the school to overcome.

It is also interesting to note that more first year students valued

"planning my own independeat study, etc.' than saw teachers valuing it.
Perhaps the staff was somewhat more directive than first year students
expected they would be. As the staff gathers more experience with stu-
dent problems of adjustment to S.E.E., new students may sec certain re-

quiremcnts or expectations as providing a more restrictive climate than

* This is supported by teachers' reports of greater erphasis on commmity

activity in their individual programs. See Chapter III and Annendix C.
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they had anticipated.

Another interesting aspect of Table 5.1 is the contrast between
what students reported they personally valued and what they saw other
students personally valuing. Except for "planning my own independent
study..." the trend for the first year students was to report little
di fference between what they valued and what other students valued.
However, the second year students' responses reflect large discrep-
ancies between self and other students on topics relating to "selecting
topics, resources and methods," "preparing paper, film, etc. to demon-
strate leaming," "discussing ideas in depth relating to course work,"!
and "planning own independent study” (this last item is true of new
students also). Furthermore, the data reflect a perception that one's
peers value academic activities far less than do teachers. The data
related to self versus other student differences are important in under-
standing S.E.E. and probably reflect at least two dynamics. The first
is that second year students perceived things as better and students as
more serious at S.E.E. in Year I. We call this the "gcocd old days"-
phenorenon. Secondly, the data also‘suggest that there may be a public
and private face at S.E.E., where students privately value activities
for which they publically express less concem. Informal conversations
with students and staff and our own observations hinted at the existence
of an "anti-academic" climate at S.E.E. not supportive of the kind of
activities reported on in this section. .The data mentioned above scem
to lend partial support to this impression. If true, this should be an
issuc for the school since a supportive peer environment where cne's
fellow students are commmicating that they support what you personally

&7
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value would seem to be a desirable goal. This dynamic is reflected also ‘

in the data in the next section.

To further give the reader a sense of the range of reactions to aca-
demic work at S.E.E., the following verbatim comments from the interviews.
are provided. The variety of attitudes reflected in these comments should
caution the reader against too quickly generalizing about '"the S.E.E. stu-

dent."

'Every week there's something different. I just sit
around and listen. I can't talk in front of many people,
so I 1like a small group."

"A chance to hear each other's work; a chance for others
to hear and to criticize mine. I can write basically what I
want....What comes from inside me is not what the teacher
wants to hear necessarily."

""Satisfied with all the courses that I'm presently ta-
king. I get to do more on my own. I'mnot pushed. In the
courses where I do have to write tests, there's no time when .
I nust write a test -- I can do it when I want to. I can go
at my own pace. It's a relaxed atmosphere."

"I like researching. I don't like working that much in
the classroom. I like going out. We're doing a project which
allows me to go out and talk to people."

"If you take a really good book in class, you dig really
deep and leam everything about it unlike normal school. Also,
there are a lot of courses to choose from. I take poetry, and
I've decided to interview Milton Acorn -- it's better than sit-
ting in a class and doing nothing."

"I won't mind if I don't get any credits; I'm quite satis-
fied with what I've done this year. I haven't done as many ma-
terial things (e.g. taking notes) -- although lately I've been
. doing a lot of writing because they want you to do it. I've
been going out into the commmity and hitting places like City
Hall -- just generally doing all sorts of things. I've learned
Y a lot. Plus working at Channel 19; and working downtovn with
those kids which is really fun."

"It has more content -- the teacher knows what he's doing --
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--- he's putting it forward to you so that all I have to do
is listen. I really want to learn French...he makes it ap-
pear real, not just something that somebody speaks somewhere."

"I never really got into classes last year. I preferred
to work alone. I had to have everything done for early ac-
ceptance and had two months to do it in...I felt the time
was better spent on my own."

"] probably won't get any credits -- you can't just put
a person in this envircament and expect them to cope imme-
diately. I'm going to get down to work next year. I just
went crazy with the freedom. I just hope it's easy next
year."

General Intellectual Climate

There is an obvious conceptual overlap between this category and the
academic cne. However, we decided to distinguish between activities re-
lated to course work and intellectual activities which may or may not be
course-related since one of the major purposes of S.E.E. is to foster
learning and intellectual activity beyond the boundaries of formal courses
and classrooms. Table 5.2 summarizes the responses to several ''general

intellectual" activity items from the questionnaire.*

Both first and second year students seem to reflect the same tendency
to personally value an activity more highly than they perceive other stu-
dents as valuing it. Both groups report higher valuations for themselves
as _opposed to their perceptions of other students regarding the following
activities: "getting into things other than course work' (for first year
students: 85 percent versus 59 percent; for second year students: 56 per-
cent versus 36 percent); "reading widely on a variety of subjects not

necessarily related to course work' (for first year students: 75 percent

* See footnote on page 52 59
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versus 47 percent; for second year students: 84 percent versus 28
percent) ; reading intensively on particular topics (for first year
students: 49 percent versus 35 percent;’for second ye.v students:
60 percent versus 24 percent); expressing feelings through essays,
poems, films, etc. or other work of art (for first year students:

67 percent versus 49 percent; for second year students: 80 percent
versus 52 percent); and attending plays, films, etc., other cultural
events (first year students: 61 percent versus 44 percent; second

year students: 68 percent versus 24 percent).

It should be noted that in almost all cases the discrepancies
are larger for the second year students. These findings reinforce our
feeling that for many students there is a public and a private face at

S.E.E.

It is also interesting to note that there were no discrepancies on
the item referring to “'exploring commmity for whatever experiences it
may offer' because students rated this item as highly valued less fre-

quently than they rated the others.*

As with academic activities, most students see teachers as placing
a high value on intellectual activities which are not necessarily related

to course work. However, the percentages are comsistently lower than

* This is another bit of disturbing data rclative to S.E.E.'s goal of
developing an experiential leamning style.
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those Teported under the academic category. This suggests that teachers
are seen as placing a somewhat higher value an course-related activities

than on non-course related intellectual ones.

Unlike the academic items, there are fewer discrepancies between ‘
students' personal valuing of intellectual activities and their nerceptions
of how these are valued by teachers. For first year students, this only
occurs for the item "getting into things other than course wor " (81 per-
cent versus 47 percent). This discrepancy seems consistent with our gen-
eral impression that first year students tend to internalize the extra-
course experiential education ethic of S.E.E. while retaining the view that

teachers are still primarily concemed with courses.

For second year students, three items reflect discrepant perceptions.
They see themselves as valuing more than teachers ''reading widely..."
(84 percent to 44 percent) and "discussing and analyzing in depth, ideas
related to philosophy of life, religion, etc..." (60 percent to 40 percent).
They see themselves as valuing less than te.achers "discussion and analysis
of social issues" (36 percent to 56 percent). These differences seem con-

sistent with our image of a dominant cthic among students, i.e., that one

should be more cancemned with self and self-development...finding out who

one is..., than with analysis of the world Yout there."

dents among the items in our "general intellectual" category. While 81

” There are some large differences between first and secaond year stu-
f percent of first year students rcport that they highly value "getting into

things other than course work," only 56 percent of second year students do
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so. Similarly, 56 percent of first year students perceive most other
students as valuing this kind of activity while only 36 percent of
second year students do. Perhaps after having devoted a year to "getting
into things other than course work," the students in their second year

at S.E.E. came to feel that there is less value in this than before, or

that there is more value in course work itself,

In response to five of the eight general intellectual activity items,
a substantially larger percentage of first year students than second year
students checked the "most students value highly" category. Again these
differences probably reflect the different points of reference (old school

versus S.E.E. in Year I) of the two groups.

Interpersonal Climate

In this section we present information on student perceptions of the
peer climate and of relations with teachers, primarily in a non-academic
context. Most students completing their first year at S.E.E. continue
to centrast the peer environment at S.E.E. to their previous school(s) in
highly positive terms. The following are a number of exerpts from the
interviews which illustrate this point.

Everycne accepts everyone for what they are - money and

clothes are not criteria for judgement. Relationships are

warrer....can talk about deep, meaningful things with some

people and they don't laugh or reject you.

Pcople are friendly; they're great....it's more relaxed

and you can do what you want. Small size is important. People
here don't put on a face.
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01d school discussions were superficial....cnvironment |
restrictive. Everyonc here has opinions, intelligent,
knowledgeable, and deep.

It's a place to get to know people....still phoniness
here....but not ncarly as nuch.

Everyonc gets along - most pcople accept each other.
The atmosphere is tolerant and friendly....people arc happier

than kids in other schools - no wonder! No barriers here
between ages and’ grades.

To some extent S.E.E. anticipated the predictable problem of divisions
occurring in the school between first and second year students. This divisien
was indeed evident, particularly at the start of the year. However, most
students felt this was not a problem by the spring. Evidence for this is
found in that while 56% of the first year students reported that they found

S.E.E. a friendly and open place when they arrived, this figure jumped to 75%

vhen they were asked how they felt about it in May, 1973.

This aspect of the school is clearly illustrated by the comments of a

first year student:

At the beginning, cliques were forming among first year
people; cliques among second year people. It's breaking down
now. Will probably happen next ycar too. There are pecple
vhom I feel are unapproachable sinply because they've been
here longer than I have.

However, spcaking about S.E.E. in contrast te her old school, from the
perspective of the month of May, the student continues:

Everyone knows cach other here - puts up with each others'
faults. 1've made a lot of friends heie, more friends than I
would have in ny old school. Because the size of S.LE.E. is so
small, what you do affects others, so you wosk together co-
operatively. But there's still not as much co-operation as
could be.

It should be noted that this kind of positive reaction is in part due

to the small size of the school. However, this is not the whole story.
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Perhaps more important is the school's voluntary nature. The following .
interview excerpt speaks for itself.

At my old school, I'd known people since we were little
kids - our relationships were largely based on association;
here we're kindred spirits - we beccie associated because we !
share interests. I haven't lost my old friends, but it's |
different. I could see someone from S.E.E. once a month, and |
somcone from my old school everyday, but the conversation with .
the person from S..E.E. would be much deeper, closer. I really |
feel close to a lot of people here....people are here because
they want to be.

At this point, we must caution the rcader that (as stated in Chapter II)
there is a positive bias in our data in that we did not interview any of
those who entered S.E.E. in Year I and subsequently left. However, we do
know from informal discussions with some who have left that S.E.E. was not
Nirvana for everybody. The following is one example of a negative reaction
by a first year student who decided not to retum for Year III.

I came here tremendously excited and became tremendously
disillusioned....the majority of students here didn't rcally

please me too much....the concept of the school seems to be

getting in the way of its fumnctioning... .the majority of Kids

try to live up to being free school freaks...I've found

nothing here...

Second year students, of course, viewed the peer climate from the

point of reference of the first year of S.E.E.'s existence. Remenbering
the cohesiveness and comraderie that developed in the first year, it is
not surprising that a substantial minority of second year students (36%),
reported that they found pecple at S.E.E. less open to each other than
they had been in the first year. (4% said more open, 24% about the same,
24% couldn't say). Furthermore, 44% of the second year students also

reported that there were more divisons within the school in its second

year than there had been in the first year.
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Here are a few interview cxcerpts from sccond ycar students. Care
should be taken to recall they are comparing their secand year at S.E.E.
with their first.

..quality of school seems bit lower...maybe its just
that I'm in school more and I'm more critical, or that I'm
getting morc out of it and I cxpect other's to do the same.
Last year only knew my friends, this year I know I have a
lot more friends.

...new bunch of kids, less enthusiastic than last ycar.
It's not as good as last year - I know there are some not doing
anything and they don't care.

....not as good this year as last year. Social thing
has changed - broken into groups - first and second year
students....we were morc wunificd last year.

....not as closely knit - maybe because sccond year or

because a lot of my fricnds have left...knew Kids a lot
faster last ycar...this year there are still kids I don't

know.
However, not cveryonc viewed the changes with a jaundiced eye:

Personal relationships are still the same this year.
Sure there are cliques, but they're not closed.

Rambunctious people last year have dropped out.

Everyone scttled down this ycar and started working. I

feel good about the changes - a lot of people didn't get

along very well last year...more doing better this year.

Kids are friendlier this year and more.steered toward

doing their work. We're getting more rules (self-imposed)

than last year, but that's not bad.

Table 5.3 summarizes student responses to questionnaire items dealing with
their relationships with tcachers. The overwheluing majority of students
report that their relationships with ceachers over the year concerning the
academic matters were satisfactory to good. However, the percentages drop
somewhat for relationships concerning personal problems and counselling about
courses and future plans, and first year students seem somewhat less satisfied

than second year students. This differeince seems consistent with the fact
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that second year students have had a longer period of time to establish
relationships with teachers that go deeper than worc immediate academic
concerns. fhcre is no question that a substantial number of students have
found value in the close, persanal teacher-student relationships that the
size and informality of the school encourages. However, this often places

a heavy demand on teachers' time and energies and is an issue we will discuss

in our recommendations. (See Chapter IX.)

It should be noted that some resource teachers, part-time staff and
the school secretary-administrative assistant also share impertant, personal
relations with many students. Several of those who were singled out as
particularly significant individuals in the lives of a nunber of students

were women. (The four full-time staff are all men.)

Community-mindedness

In order to get some sense of how students perceived the climate of
student co-operation and committment regarding matters concemning the whole
school-commmity, we asked them to estimate the degree of co-operation
among Students with respect to the care and maintenance of the building,
sharing resources, tutoring other students, co-operating with majority
decisions, and helping others clarify and express their views on issues.
The responses to these questions are summarized in Table 5.4. Cicarly the
first year students perceive a higher degrec of co-cperation in all these
areas than do the second year students. Again this would seem to be
consistent with a tendancy of new students to take a more positive stance

toward all aspects of S.E.E. while the second year students assure a more
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critical posture. However, we would not discount the possibility that
these differences may represent a rcal change in the climate from the
first year to the second. In the first ycar of S.E.E.'s operation, all
students began on an equal footing and shared the experience of helping
make S.E.E. work through its trial period. In the second year, only
one-third of the original student body retumed to be joined by 65 new
students who had not shared in those important experiences of S.E.E.'s

first year. Perhaps this lessened the overall feeling of committment to

each other.

This is to some extent reflected in the interview comments - first
some excerpts from first year student interviews: (These comments were
in response to the question: Are there expectations you feel other students
have of you?)
I expect people to do things that should be done and
time, and if they don't do them I take it upon myself to do

them. We all rely on the other students; if they don't do
what they're supposed to, it's like a chain with a missing

link.

...to get involved, not to be apathetic, to be responsible.

Contrast thesc with remarks from some of the second year students to the

same question:

...don't think anybody cares about anyone else that much..
it's onc of the problems of the school.

...it's accepted that everybody does their own thing.

..all in their own little world - like me - I don't
care what anybody else dces as long as it doesn't affect me.

....nobody worries about the other person's opinions.

These contrasting comments scem tc reflect a real difference in the
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perceptions regarding this aspect of S.E.E.'s second year. The difference
is further supported by interview responses to the question: 'Have you
found adequatc co-opcration among students in setting up and participating
in group activites not related to course work?"'. Substantially more
second year students than first year students replicd "no' to this item.

Sample interview comments include:

First Year Students

Yes! Kids put up posters to let us know about picnics,
etc. and cveryone goes.

Yes, studeﬁts help cach other with course work. People
care about the future of the school and what's happening
around the school.

At the beginning, when an idea comes up, invariably
there'll be maybe a dozen people who say 'yes, I'11 help",
but in the long run it's kind of disappointing - people
have other things and they just get in because...l mean
the motives are sincere, but a lot of times there's nothing
to back it up - they're incapable or they just lose interest.

People have willingness to do things and to start
getting things going, but they won't take the responsibility
of actually doing it. It's hard to get pcople to do things.
That's why I prefer to do things by mysclf.

You get lots of co-operation but not much action. It

usually takes onc person to get it underway, but you get
quitc a bit of co-opcration. Things usually get done.

Second Year Students

Pcople say they'll do something and they don't; there
is a reluctance to hassle anyone...hassling is considered
such a terrible evil in itsclf....

Not really - tried setting up a (non-credit) course.
Still a lot of apathy....people don't know what's expect.
of them.

I tried to set up a S.E.E. string quartet...but it's
really difficult to get pcople together...we come on
different days of the weck.....
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Are you kidding! I've never seen any kind of
co-cperation. They start like bails of fire, then it
cools off and they start to disagree...nothing gets
done unless someone does it indivldually. There are
disadvantages to this system...e.g. The lack of
organization; but I wouldn't want to see things changed
and have one person organize everything....

Yes - the co-operation has been okay...trips,
coffee houses a success...at my old school I didn't
have a chance to do things like that....it was always
being put down by someone.

Everyone originally enthusiastic but then they
have so may things to do that things fall apart.
People working....papers to do...ctc. It's not that
people don't want to participate/co-operate...it's
just that there are other things to do.

These last two comments are indicative of a general problem at S.E.E..

With so much individual work and everyone on an individual schedule, it is
often difficult to bring people together. Additionally, second year students
may have been more critical than first year students because they tended to
be more active in trying to initiate events (53% of the second year students
reported they tried to initiate some group activity as conpared with 39% of

the first year students.)

Whether thesc problems were wnique to S.E.E.'s second year or represent
an on-going problem, the school itself must decide. It is possible that
S.E.E.'s individually-oriented independent study mode of operation places
limits on how much support ''school-commmity" events can muster. Certainly

not every student at S.E.E. values the 'commmity spirit" and a great many

would not want to see things more "organized" so that people would be

pressured to appear together at fixed times.
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We raise these issues only in the spirit of reflecting some student
frustrations back to the staff and students, for unless they have power
to identify what they see as problems, the concept of a S.E.E. school

as a commmity will become meaningless.

" Decision-making

Issues regarding student participation in decision-making, like
the issues of community co-operation at S E.E., deserve special considera-
tion. This is so not only because of the emphasis placed on these issues -

in the informally understood S.E.E. "philosophy' but because it underscores

one of the great strengths and unusual features of the school's operation.

To get information relevant to student participation in decision-
making we asked questions concerning the perceived effectiveness of (and
attendance at) general meetings which have served as the commmity forum
for dealing with issues of policy and problems within the school., We
also asked students to estimate how much say they felt they had about the
different aspects of S.E.E.'s operations and whether or not they wanted

to have a say in any of these areas. (See Table I.5.)

The responses to Guestions concerning the effectiveness of general

meetings are summarized in the Table 5.6. There seems to be general agree-

-

ment that the general meetingS are most effective for letting off steam

and communicating information and least effective for deciding school

policy and discinlining students. Self-reported attendance also seems
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to be substantial in view of the fact that no compulsion or pressure
is used to enforce attendance. Over 80% of the students report that
they have attended at least 6 of the approximately 15 general meetings
held prior to our survey; over 40% attended at least 11 meetings. We

f
found little or no difference in attendance rates for first and second

year students.

By no means do we wish to give the impression that students (or
staff) are in agreement over the effectiveness of general meetings as
a forum of scheol government. The general meeting averages in its
attendance between 45 to 50 students; The number ranged from over 80

in the early fall to 20 in May, and appears to depend on the issues

and the time of year.

In its second year, this forum dealt with emotionally charged issues
that affected everyone. Those issues included the academic nature of
the school, the nature of teacher's role, admission procedures for year II
and "rules" of social behavior in the school. Feelings ran high and in
our interviews students expressed their frustrations over indecision,

inabilitv to enforce decisions, over-long meetings, etc..

However, no matter hov inefficient and muddling the process was,
the interviews made it clear that, from the students' point of view,

the general meeting is tied to a basic gthic of the school. This is

best expressed by a first year student:
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I don't know if we need one or not (a school council
or cabinet), but I don't want one because that would start
sort of a definite class system in a way, which would be a
real drag, because there is a definite equality between
everyone here. Supposedly anyone on a committec woulin't
have any more rights than anyone else, they'd just co., *le
things - but I got out of that sort of thing at my old school
where there was the highly bureaucratic office and the student's
council wnderneath which was nothing more than a puppet of the
student-staff advisor. I like some thing where averyone con-
tributes.

‘ This does not mean that we (nor a large number of those in the school)
feel that the decision-making process in general meetings could not nor
should not be improved upon. Rather, we wish to point out that any im-
provements must take into account the previously stated ethic which fer
many students is the core of the S.E.E. experience. It should be noted
that the suggestions for improvement have been made by staff and students

and to our knowledge are currently being implemented.

How this expcrience has affected those involved in self-government,
we cannot really say, but consider the fol;owing. We surveyed student
attitudes towvard different aspects of the decision-making process--including
whether issues should be decided by consensus or majority vote, whether
there should be a substantial quorum (a majority) required at general

meetings for decisions to be made, and whether decisions of the general

meeting should be hinding on everycne. The distribution of responses for
first and second year students are presented in Table 5.7. The majority

stance on the issues raised in our survey sees clear cut: resolution of

issues by majority vote is clearly favoured over decision-making by con-

sensus: and the majority feel that decisions taken at general mectings

should be binding on the whole commmity. We should note, however, that
12205
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there was 2 large percentage of students who reported that they wcre
undecided or had no opinion on the issue of whether decisions should
be binding on all. Most importantly, however, a substantiaily larger
percentage of old students than new students supported this position.
Thus the students scem to be more divided on this issue than on the

others, a division which probably reflects the struggle for a balance

between personal freedom and responsibility to the commumity.

In our view, the general meeting has a significance which goes
beyond its formal decision-making functions. Through participation
in the general meeting, students at S.E.E. are given the opportunity
to experience the problems and frustrations of developing a social
order out of a coilection of differing individual interests and mo-
tivations. Few schools provide students with this kind of experience

in commmity living.
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" Chapter VI

Staff Perceptions of S.E.E. in its Second Year

To provide us with a staff perspective on problems and changes at

S.E.E. we conducted in-depth interviews with the four fuli-time teachers

in June, 1973. The interviewer was Simon and the questions covered topics
of special concern to the staff as well as some from the student interviews.
In this section we shall attempt to convey our sense of how the school look-
ed and was experienced by its teaching staff in Year II. We shall also try
to point out general areas of agreement and disagreement among the four
teachers on issues related to S.E.E.'s experiences over a two year period.
In order to maintain the confidentiality of individual responses, we will

neither mention names nor cite direct quotations from the interviews.

Tt should be obvious by now that S.E.E. in its second year was very dif-

fevent from wﬁat it had been in its first year and the teachers commented on
some of the major differences in the interviews. All agreed that there had
been a dynamic, almost frenetic quality in the first year which sharply dim-
. inished, perhans even disappeared, in the second year. While part of the de-
cline in dynamism was attributed to the fact that the school was no longer a
brand-new venture, some staff members also noted the departure of a group of
aggressive and articulate student leaders at the end of Year I. First year

students in Year IT were described variously as more conservative, passive,
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docile, even apathetic, However, individual teachers differed in their
perceptions of how extensive this phenomenon was. 'They also differed in
their evaluations of this change, Some expresscd disappointment; others
falt that it signified a trend toward the development of a more serious

attitude toward academic work in the school,

Other teacher comments centercd on the first year versus second year
student split,* although all teachers did not cxpress concern about this.
Some reported having closer relationships with second year gtudents than with
first year ones, but we also noted exceptions to this. Teachers also com-
mented on the problem of incorporating new students into an ongoing, estab-
lished setting. This was manifested in the formation of sub-groups which
tended to cong;egate in particular areas of the school, and in the initial re-
ticence of first year students to participate in seminars or to take an ac-

tive part in general meetings.

All four staff members expressed a range of concerns over the priority
given to academic work and intellectual activities at S.E.E.. Students were
perceived as divided, both in terms of their academic motivations and their
ability to assume initiative and to work independently, While all four teachers
generally placed a high value on academic work and intellectual activi“y, they
differed somewhat in their conceptions of the range of activities that would
qualify as legitimate (worthy of course credits) and intellectually valuable.
More importantly they differed in their expressed attitudes toward students
who were not "producing” enough academic work, and what should be done about
this situation. The presence in the school of a significant nunber of students

(T4
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who did not appear to be motivated to do serious academic work -- who
either were seeking the opportunity to get into more "experiential" learn-
ing activities without regard to formal course credits, or were more con-
cerned with personal growth and a quest for sclf-lmowledge, or anpeared
to be using S.E.E. as a sort of 'halfway house" between regular high school
and dropping out -- was viewed by some staff members as a potential threat
to the school's academic integrity, by others as a source of vitality, per-
haps enhancing the academic climate of the school. At one extreme a more
rigorous "screening policy" to minimize the intake of unmotivated and/or de-
. pendent students was advocated. At the other extrcme a more Open admissions
policy to create even more diversity was recommended. This basic tension
within and among the staff members between a desive for greater cohesion
and uniformity.on one hand, and greater diversity on the other, will be dis-
cussed below as we trun to a consideration of some of the basic issues which

concerned and tended to divide S.E.E.'s teaching staff at the end of Year II.

Issues and Problems Dividing the Staff

The fact that each of the four regular staff members at S.E.E. is charg-

ed with the responsibility of mounting a full program covering two or more

subject areas to mect the needs and interest of a collection of highly in-
dividualistic students is enough to accomnt for a great deal of the frustra-
ticn expressed in the interviews concerning the demands of the job and the
enormous difficulties inherent in any attempt to coordinate these diverse

activities and to communicate about the nurposes and directions of the school

as a whole. That the original staff of S.E.E. tremained intact over a two
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year (2 years at the time of this writing) period is, in itself, a tri-
bute to their dedication and commitment to the school and to their pro-
fessional responsibilities. This is not gratuitous praise. MHigh tecacher
turnover in innovative new schools is a widespread phenomenon. Our de-
lineation of some persistent issues here and our recormendations at the

end of this report should be viewed with this in mind.

As we see it, the issues that concern and divide the staff arise from
different underlying conceptions of the relationship between S.E.E.'s aca-
demic mission and its commitments to the personal and social development of
its students. Like most schools and other organizations, S.E.E. was ini-
tially created to achieve several goals. These goals were not ranked in
any order of nriority. The staff and students were free to determine their
own priorities and it could not have been otherwise., Not surprisingly the
priorities of individual staff members and of individual students differ;

thus their conceptions of the total mission of the school differ.

To convey the flavor of these different conceptions we shall attempt
to sketch out two ideal-type value images of the school which appear to be
the main focus of tension among the staff regarding S.E.E.'s future direc-
tion. Before doing so, however, we wish to caution the reader emphatically

on the following points,

First, the value images are a composite and do not reflect the views or

perceptions of any single teacher or student at S.E.E.. Second, they are not
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fixed or mutually exclusive so that any individual may subscribe to ele-

ments of both (even if they may ultimately conflict). Third, they are

nct intended to serve as description of S.E.E. or of anyone's perception

of what S.E.E. is; rather, they are alternative images of what S.E.E,

ought to or might be.* Furthermore, we are not, in any way, suggesting

that one image of S.E.E. is better than the other in educational terms.

Even if our language seems to imply a bias, this bias is only a reflection

of our personal preferences and not of our professional judgement about what
would be "best" for S.E.E.. DToth conceptions are, in our view, valid and
valuable. Certainly they both need to be cultivated in a system committed to
providing students with a range of learning environment options. Whether
both conceptions can co-exist for long in a single setting is an open question.
The fact that they have existed at S.E.E. during its first two years has plac-

ed an additional strain on an already overtaxed staff,

Two Images of S.E.E.

From one perspective, S.E.E. could be viewed as a developing mini-school

offering a range of courses and indenendent study ontions for motivated stu-

dents who can work well on their own and prefer the informality and face-to-

face relationships of a small school setting. Alternatively the school could

be characterized as an attempt to create a setting where students assume in-

} creasing responsibility for their lcarning and share with the staff in build-

| * These imaccs are intended to serve as startine noints for a dialogue among
. staff and students about the futurc direction of S.t.E.. For some snecific
issues which such a dialogue should address, sec Chapter IX.
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ing and maintaining a sel f-governing, egalitarian educational conmunity.?*

The "mini-school® conception may be roughly outlined as follows.
There is an established program consisting of a range of credit courses
requiring a specificd quantity and quality of academic work. In addition,
students may contract individually with teachers to engage in a variety of
independent study programs and projects beyond the range of the regular
course offerings. The staff carries the primary responsibility for deve-
loping program offerings, for determining what constitutes acceptable evi-
dence of learning and for evaluating that learning and granting credits.

However, students arc essentially free to sclect their own courses and ex-

periences based on individual interest and need. Those who are interested
may also initiate courses and particivate in plamning and evaluating courses,
but this, again, a matter of individual-choice. Activities outside of this
program, are essentially extra-curricular and, while they may have education-

al value in their own right, they do mot count toward a diploma unless a

* A third image of the school, as a *halfway house" between rcgular school

and no school, was clearly recognized and valued by a number of students

and parents. The teachers also acknowledged this image but did not seem to
feel that it represcnted a valid concention of S.F.E.'s mission. This con-
ception S.E.E. offers some students a low pressure environment in which they
can concentrate on finding themselves and on reassessing and re-orienting their
educational and vocational goals. "Many adolescents are confused and anxious
about who they are and where they arc going, about what is worth learning and
doing and are simply not capable of responding clearly to demands for decisions
that may affect their future lives. Some prefer to resolve the tension by let-
ting others (parcats, teachers, guidance counscllors) make the decisions for
them. Others nrefer to struggle with the indecision and S,E.E. provides them
with the time nnd support in a school setting where they cre not stignatized

as "dron-outs'. In future dialoguc abcut the future of S.E.E. or other cduca-
tional alternatives, the "halfway house' image merits serious consideration.
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tangible product which can be cvaluated is submitted. The environment and
instructional approaches are geared primarily to accommodate students who
enter with both academic motivation and the ability to work effectively with
minimal direction and little or no supervision. A small provortion of non-
academically oriented students can be tolerated so long as they do not serious-
ly interfere with the academic mission of the school. The governance and ad-
ministration of the school is also the responsibility of the staff although
students may have a voice in these matters, preferably through some system
of representation, if they so wish. In gencral, however, each individual
sutdent is responsible for her/his own behaviour and decisions arc a private
matter so long as they do not interfere with the rights and liberties of

others.

The "educational community” conception of S.E.E. would be described as
follows. Course result from the interaction of studenl and teacher interests
and abilities. Credits are awarded upon satisfactory completion of a speci-
fied amount of work, but it is up to the individual to decide whether he/she
wishes to have a particular educational experience accredited. Students are
expected to participate with staff in the responsibility for develooing the
program, determining the resources and instructional approaches to be used,
and evaluating the results. Students are also expected to participate in the
governance and administration of the school. Matters of general school po-
licy, within legal limits set by the Board and the Ministry, rests with the
General Mecting which is open to all members of the community, cach with an
eaual voice and vote. The social life and intermersonal rclationships within
the school are intimately interwoven with its intellectual and academic func-

tions. Diversity and individuality arc valued in the educational community




but personal growth and development are scen as taking place within a
network of shared values and commmity obligations. Personal liberty and
autonomy are valued but are subject to limitations set by the commmity.
This clearly implies that the "do your own thing" ethic is not an accep-
table justification for actions. Indeed individual freedom may be more
limited than that found in the mini-school. Members, staff and student a-
like, are expected to help each other and to promote the general welfare.
As adults, teachers bear a special responsibility to help students parti-

cipate more effectively in the life of the community.

A reader with a bias toward “communitaria/humanistic' rhetoric mi.ght
find the educational community concention more attractive than the mini-
school one. However, the rclative rhetorical appeal of each conception 1is

not relevant to its validity within the current realities at S.E.E..

RBefore elaborating on the conflicts within and between these alter-
native conceptions, we wish to emphasize the common features of these two
ideal-type characterizations so that shared values will not be lost among
the differences. Clearly, intellectual and academic values are prominent
in both concentions. Both nlace a high value on the small-scale intimacy
and informality which allows tcachers and students to relate to each other
more directly. They value closer relationshins without the constraints
imposed by large numbers, rigid timetables and the need to regulate move-
ment and be constantly vigilant against threats to the public order=--con-
ditions which tynically, and perhaps necessarily, characterize large high
school settings. However, this intimacy is not an unmixed blessing, which

leads us to some pressurcs and conflicts which the staff talked about in

the interviews. Eiﬁ-
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Relating to students in a friendly, informal way and knowing them as
people, on one hand, and also having to evaluate their work and make de-
cisions which may affect their futures at S.E.E. (or at wniversity) on
the other, was a major source of discomfort for the teachers in the two
years of our research. Three of the four expressed strong feelings of con-
flict over their friend/evaluator roles. In one way or another, all in-
dicated that it was more difficult to maintain a reasonable degree of "ob-
jectivity" in cvaluating students' progress and performance when they had
knowledge of personal considerations related to that performance. Undoub-
tedly, this conflict is felt keenly by any tcacher with a student he knows
particularly well. lowever, it would seem that the problem is more acutely
felt at S.E.E. where anonymity is virtually impossible and where there are

no uniform criteria or standards for evaluating vork.

What of the conflicts between the alternative conceptions we have
described? We fecl that each conception has different implications for
instruction, teacher roles, evaluation and accreditation, staff-student re-
lations, and admission policy. Furthermore, differences of opinion on
these critical aspects of the S.E.E. program have been a source of dis-
agrecment and conflict in the school. We shall address in Chapter IX the

issue of whether the two scts of jdeals can exist in the same program, Be-

low, however, are specific differences among staff concerning how the pro-

gram should function.

Specific Issues

!1 The issue of criteria and standards regarding evaluation scems to have
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beer. a source of tension and disagreement among the staff, Simply put,
the notion of uniform, objective criteria and standards seems to be in-
compatible with a program philosophy which cmphasizes individuality and

a plurality of educational goals and means. The teacher who is faced with
the problem of assigning a ﬁark to a particular experience must engage in
a complex calculus, taking into account a rarge of factors including the
quantity of work 'one, the apparent effort put in, how much "creativity"
is exhibited, how this compares with earlier efforts by the same student
and current efforts by other students, etc.,, etc.. Some staff members saw

no viable alternative to this cumbersome process; others advocated more uni-

form standards with regard to academic work expectations.

Student involvement in cvaluation posed another problem. Some staff
members - - no particular value in encouraging students to assess their
own work. Others saw this as an integral part of S.E.E.'s mission to fos-
ter self-directed and self-cvaluated learning. The problem was further com-
pounded by the dependence of most students on teacher evaluation and their

reluctance to evaluate their own work.

The four teachers were also asked to comment on their roles as academic

and personal advisors and coumseliors to students at S.E.E.. Their res-
ponses conveyed considerable ambivalence toward this role and alsc suggested

differencss among them concerr ng the legitimacy of the advisor-counsellor

f role. In varying degrees, the staff expressed discomfort concerning their
ability to handle the "counsellor" role. They seemed to enjoy getting to

know s.udents more fully but at least some ware taken aback at the extent and

sericusness of the personal problems that came to their attention, This was
N
.‘ Q s
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not what we were trained to do, was one general reaction. On the other
hand, a staff member who felt somewhat less inadequate to the task ques-
tioned whether many students would accept more extensive guidance -- e.g.

monthly conferences with a staff member -- as legitimate at S.E.E..

Staff members also differad over their percentions of the relation-
ship between their personal contacts with students and their professional
resnonsibilities as teachers. For some, the personal contacts, though
rewarding, were perceived as essentially separate from academic matters.
For others the two were seen as intimately related, i.e. a closer personal
relationship between teacher and student which could brovide a foundation

for the more serious pursuit of knowledge, etc..

Another issue diviaing the staff, and also a source of teasion within
individual teachers, was the diversity of goals, aspirations, life situations,
motivations, etc. among students at S.E.E.. While ali four staff members
naturally indicated a preference for the more intellectual student with a
keen interest in the teacher's ;ubject area, they differed fundamentally
over what stance should be taken toward others. At one extreme there was a
strong urge to 'weed them out" by initial screening and more rigorous eva--
luation according to clearly stated criteria and standards of performance.

A "middle" nosition expressed a sort of laissez-faire tolerance with hoves
that some would catch fire. A different stance called for more effort on
the part of the staff to help these non-academic students find themselves
and to direct them to more serious academic work. Some teachers were quite
clearly in favor of one position or another. Others tended to waver between

providing more dircction and support for non-academic students and a laissez-

4

faire tolerance.

A
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To sum up our impressions gained from the interviews with S.E.E.'s
teachers, we found general support for S.E.E.'s academic mission and a
sense of satisfaction from working with intellectually able and curious
students in an intima@e and informal environment. However, we did not find
agreement on how this mission should be carried out -- e.g. methods cf in-
struction, teacher responsibilities, criteria for evaluation. In addition,
we found the staff to be divided ovef issues related to the social and com-
munity aspects of S.E.E. and noted a disturbing trend toward the develop-
ment of isolated mini-departments with little commumication, formal or in-
formal, among them. We shall return to this theme when we set forth our

recommendations in the closing chapter of this report.

In concluding this section, we wish to re-amphasize the dedication and
commitment exhibited by S.E.E.'s teacherc. The task of launching a new al-
ternative school and seeing it through the unavoidable problems and con-
flicts of its first two years is an awesome one. The demands on their time,
energy, ingenuity and capacity to adjust have been enormous and they have
met the challenge head-on as individuals, if not as a team. £ students
have been the main source of S.E.E.'s vitality, the teachers have prévided"
the stability and guidance to direct this vitality and to ensure S.E.E.'s

survival and growth during this period.
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Chapter VII

Parents' Views on S.E.E.

To find out how parents felt about their offspring being at S.E.E.
and how they viewed and evaluated the school itself, we sent question-
naires to the parents of all students enrolled in 1972-73.* A copy
of the questionnaire is appended to this report. The parents of 75
percent of the first year students retumed the questionnaires. However,
only 30 percent of the parents of second year students responded, in
spite of follciv-up letters and telephcne" calls. We felt that any gen-
eral statements based on such a small sarple (11) would be of dubious
validity. Thercfore we separated this group from our general discussion,
and are reporting only the quantitative data from the questionnaires of
parents of students vho entcred S.E.E. in the fall of 1972. These data
are reported separately for mothers (N=39) and fathers (N=18). We must
also caution the reader about the data on the father respmses because of

the small samplc.

* Tuo questionnaires werc sent for each student so that mothers and fathers
could respond separately if they wished. Ten pairs of parents of first year
students and three pairs of second ycar parents took up this option.
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Initial Feelings toward Offspring's Application to S.E.E.

The attitudes and feclings expressed by parents regafding their
offspring's decision to apply to S.E.E. ranged from enthusiastic support
to active opposition. The distribution of responses is summarized in
Table 7.1 A substantial majority -- 72 percent of mothers and 56 per-
cent of fathers who respended -- indicated enthusiastic or qualified
support for the decision. OCnly a minority -- 9 percent of mothers and
28 percent of fathers -- expressed disapproval or active opposition.

On the whole, mothers appeared to bc more positive in their initial

attitudes while fathers tended to be more negative.

However, when one surveys the reasons given in relation to this
question, a varied and compicx pattern CmSTges. Parents who supported
their offspring's decision to apply to S.E.E. apparently did so for a
variety of very different reascns, some of which bear little relation
to S.E.E.'s philosophy. Some parents Viewed S.E.E. as the only alter-
native to dropping out of school. Others saw it as a way out of an
unhappy match between their offspring and the schools they had been
attending prior to S.E.E. Still others were critical of conventional

schools and curricula in general.

A minority of parents cxpressed enthusiasm for S.E.E. itself --
its philosophy, program, teachers, social environment, etc. These in
tum were divided bc ween expressions of support. for the concept of edu-

cation that S.E.E. represents and a belicf that S.E.E. viould be a parti-

&'




%
-85 -

|
|
|
\
cularly appropriate learning envirenment for their own offspring. The ‘
\
variety of reasons for supporting applications to S.E.E. are partially }

illustrated by the following excerpts from the parent questionnaires:

., There was no way he was going to take Grade 13 but
then he heard about S.E.E. and the concept appealed to him.”

"Our son was not particularly happy at the school he
was attending. He was bored and did not attend classes regu-
larly We did not know too much about S.E.E., but thought
the change in schooling could be an improvement."

mye felt that the structured school system was stifling,
and the rigidity of the curriculum did not encourage leam-
ing."

"My son has always functioned badly in a rigid, author-
itarian school. His level of achicvement seemed to Trise in
direct proportion to the amount of freedom a particular school
or teacher afforded him."

ST

‘ We supported his decision because he was very unhappy

i at --e--=--o-- and would probably have dropped out in due
course.... Our misgivings stemmed mainly from a lack of know-
ledge about the S.E.E. system."

"I heard Mr. Sauro speak on the S.E.E. school and was
approving of the philosophy; I had seen the first year's
candidates at the Education Centre...and thought them col-
lectively to be an interesting and intelligent crowd; my
son was wnhappy, dissatisfied and critical of the ...
school he attended; any change would have been a good change
for him, and S.E.E. appeared to be an ideal cne.... I was
worried he might drop out."

"I was sure that this kind of school was suited to cur
daughter -- small classes, better teacher-student relation-
ships, more self-discipline would make learning a joy.... I
myself went to a similar school..."

"I believed that my son had the perscnal qualities to
make S.E.E. a good risk. He is relatively independent in
his views and judgerents and, while not a "studen " in the
academic sense, is keenly interested in learning....tle was
keenly intercsted in trying out the school and I had faith
in his being able to survive it -- probably to his ultimate
bencfit -- oven if it wasn't what he expected. Also I believe
in the basic concept of involvement and respensibility that
1 believe is inherent in the philosopy of S.E.E.... My son's

&8
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mother was not as supportive as I. She is more traditional
in her outlook...."

In some cases parents disagreed with each other over their off-
spring's decision to apply to S.E.E. Separate questionnaires were re-
tumed by both parents of ten students. In three cases, the mother
and father were at opposite poles. The last comment above illustrates
the kind of differences in educational philosophy that may exist be-

tween parents.

The overvhelming majority of parents of students who entered S.E.E.
in the fall of 1972 expressed some reservations about their offspring's
decision to go to S.E.E. Some admitted that they knew little or nothing
about the school and how it operated and were therefore wary of the
change. Others expressed concem that ;1 son or daughtel" who was doing
well in regular school might have difficulty adjusting to the personal
freedom at S.E.E., and might thereby jeopardize his or her educational

future. Somc illustriative corments are given below:

"I feel the teen maturing pericd requires some disci-
pline and direction. In later years one seldom has a choice
to do as one chooses."

> "She was wncomfortable and unsatisfied with her school,
but it seermed to me that S.E.E. did not inspire students to
i work."
' 1)
\
|
|
\
|
|

T wondered if Year Five was the time to make a change
when so much depends on the quality of work and choice of
subjects."

" felt that he might not be mature enough to handle
the program....The program gives too much free time for stu-
dents at this age...."

&9




"je felt she may get carcless about doing her school
work without supervision and no actual deadlines to meet."

"She was doing very well at the school she was at, end
we fclt...it was better not to change as she might not like
it as much as she thought at S.E.E. Hawever, she felt very
strangly about her decision and we agreed with her reason-
ing and kncw she was really capable of doing whatever she

really decided on...."

MAs an alternative form of cducation I could see S.E.E.
mecting the necds of some students -- mature students who
could accept respaasibility. My own philosophy of education
is similar to that of the school. My only misgiving was
whether or not my daughter could accept responsibility for

her work and organize hersclf to achieve her goals."

"I felt that she would be wnable to discipline herself
to work in an wnreeimented school. I felt she would per-
haps not want to apply herself to working on her own as she
had been spoonfed her kncwledge to this point."

Parents who expressed disapproval of, or actively opposed their

daughter or son's zpplication to S.E.E., either disagreed with the

S.E.E. philosophy or felt that their offspring weren't capable of oper-
ating effectively in a relatively wnsupervised, non-directive environ-
ment, or both. In many cases, their misgivings were similar to those

expressed by supportive parents, but in a more negative way as the com-

ments below indicate:

"He needs scmeone at his back pushing and demanding that
things be done. This school leaves the student pretty much
on his own. It might be good for some children, but not for

all...."

"fle was not a responsible student. I felt that if he
didn't have to go to school at all, that's exactly what he'd
do, not go."

"] felt and still fecl that the students are not taught
that 'life is not a bowl of cherries.' We have to do things
ve don't like and are not interested in....

S0
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"From what I was told about S.E.E. the students were
left too much on their own. Without a little pressure from
teachers, students don't try toc hard."

"] wanted her to continuec her education at the school
she started with all her chums....I knew the school she had
attended had a good reputation..., but I knew little of the
other. T didn't believe in her being left on her own as
much with less supervision and guidance... "

"(1) I was not enchanted with the philosophy of the
school; (2) I did not fecel that he could operate to his
benefit in that kind of envirenment."

"] felt she nceded sore more school structure stranger
than S.E.E. but a bit different from regular schools."

"] believe my daughter chose S.E.E. mainly bccause she
did not wish to go to school and felt that S.E.E. would be

mich less demanding than regular secondary school and there-
fore the lesser of two evils."

A common theme runs through the comments of many parents who express-
ed serious misgivings about the appropriateness of S.E.E. for their off-
spring -- lack of confidence in their ability (and in somc cases moti-
vation) to work without supervision and prodding, to manage their own
time and to choose wisely, and generally to assume more responsibility
for their own lives and education than they had been given prior to S.E.E.
By way of contrast, many enthusiastic parents and even sons who expressed
misgivings expressed a findamental confidence in their offspring's
capabilities and judgement. Some possible implications of parental sup-
port or non-support for student performance and adjustment to S.E.E. are

discussed at the conclusion of this chapter.

Changes in Attitudes

If initial parental attitudes toward S.E.E. were largely based on
o
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preconceptions of what S.E.E. was about and what a "good'' education should
be, attitudes expressed toward the end of the year rcflected to some ex-
tent both the operating realities of the school and parents' perceptions
of what their offspring werc doing or not doing in relation to the S.E.E.
program. When asked if their attitudes toward S.E.E. had changed over

the year, 35 percent of mothers (N=39) and 22 percent of fathers (N=18)
reported that they felt more positive than they had at first; only 10
percent of mothers and 22 percent of fathers said they felt morc nega-
tive; half of the responding parents reported little or no change in their
attitudes. The absence of any significant reported attitude changes on
the part of half of the parents who responded to our questionnaire sug-
gests that, in many cases, first year SEE students lived wp to (or

down to). their parents' expectations of them.

The most frequently cited reasons for positive attitude changes were
academic achievement, more positive attitudes toward school and education,
evidence of increased maturity and self-discipline, and broadening of
interests. Major reasons for negative changes were disappointment with
acadern}c performance and perceived failure to cape effectively with the

non-directive S.E.E. environment. The range of feelings and perceptions

about these changes may be partially illustrated by the fellowing excerpts

. from parent questionnaire responses:

"My attitude began to change after Christmas, well into
the school year, when I saw how hard she was working and how
involved she became. She was also receiving nuch higher ’
grades than she had in the previous year. She also seemed
to be leaming more through increased reading and daily pre-
paration -than she would have in normal school without direct

oy
8!0

pressure.'




yerS -

"He feels very much part of the school. lle enjoys the
mature way that he is trcated by his elders (on an cqual
basis). At first I had misgivings about the method of teach-
ing, but the system scems to be working very well for our son."

" think the staff is trying to do a good job but I
feel that most 18 year olds arc not ready for the type of
school you have, cspecially wy daughter....letting them do
their thing is grcat -- up to 2 point, but there are Tules
in all societies, even the wcivilized, but we seem to have
done away with rules, especially for young people...."

"It has removed any doubts I had towards my son's self-
motivation. e appears to be very enthusiastic with the
school's approach to educaticl as compared to a standard
high school." :

"It changed when my daughter decided to drop some sub-
jects just because she had 'goofed-off' and fell somewhat
behind. She had no discussion with the teachers involved and
no attempt was made to persuade her that all that was required
was a little hard work."

"] feel that our daughter is maturing at a much greater
rate since entering S.E.E. Also, others have noted this
change. She took on a part-time job at a nursery school and
is canstantly being given more respensibility by the person
in charge (who, by the way, teaches child development at
Humber College). Her age was never questioned -- she seemed
to be as mature as any of the 19 year olds, although she was
only 17."

"My son has wasted the year in my opinion. He shows
lack of interest to a phenorenal degree. No subject that
I know of is of any importance to him. (I am) more convinced
that the immaturity of these students is not equal to coping
with so-called freedom from ccrpulsory study of subjects.
Self-discipline comes vith maturity."

" think it is a fine method of education. My daughter
has broadened her outlook upon life in so many ways. She
was particularly irpressed with her trip to Ottawa, also the
plays and other cultural things she has been introduced to."

T was told this sort of system often works on a child
like ours. I was skeptical. I can't be any more."
P
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Second Yecar Parent Responses

Questionnaires vcre returned to us by parents of 11 secand year stu-
dents. The parents of six students reported that they had been enthusi-
astic about their offspring's retuming to S.E.E. in Year IT and were
still positive at the cnd of the year. The parents of three students
reported that they had supported their offspring's retum with some mis-
givings and that their attitudes toward S.E.E. were still cautiously
positive toward the end of the year. The expressed attitudes of the
remaining two parents were neutral and mildly disapproving respectively.
Although the overall response of this sample of second year parents was
more positive than that of the first year parents, the large number who
did not respond makes it impossible for us to generalize with much con-
fidence. However, the excerpts below may serve to convey Some of the

flavor of second year parent perceptions of S.E.E. in Year II:

"There appears to have been a general 'settling-down' and
application to academic effort this year."

"My son is not irpressed with the fact that credits are
necessary even if the subject ratter is not to his choice.
He is altemnately discouraged at the efforts he must make
and pleased at the progress he has made. So am I! I feel
my son likely would not be in school if it were not for S.E.E.
Therefore the school is meeting a very inportant need...giving
him time to mature without being pushed beyond his capabili-

ties."

1Tt (parents’ attitude) hasn't changed over the past
two years. An altemative cducational institution like S.E.E.
has inhcrent disadvantages of which we werc awarc. Howewver, We
were and arc convinced of its advantages....\e supported the
ostablishment of S.E.E. and have been pleascd with the gains
(our dauglhter) has made in motivation as well as socially.
This year the cducational experience has secwed less community
centered thon last year. We think it would be unfortunate
if leaming was to become centered in the classroom setting."

3¢
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"Wwhile the structure of S.E.E. would not be beneficial
for many students, for some it is tndoubtedly a wonderful
experience. ... Tire will cvaluate the students' experience at
S.E.E. If they persevere and finish wivexsity or adjust to |
the demands of the work world, then the school has not hann- |
ed them. However, if they .develop an attitude that they |
should not do anything they do not thoroughly cnjoy or not
want to tackle anything that does not come casily, then the
lack of discipline at S.E.E. will be proven injurious. I
suggest that a follow-up survey be donc on graduates of S.E.E.
and comparcd with students in the normal school pattem."

would not like to see this school dissolved."

"] felt she had a wider horizon in the S.E.E. environ-
ment: classes were smaller, teachers and students had great
rapport, and she loves it! But she took too leng to complete
assignments without deadlines and didn't complete Grade 12
as a result of this."

“I wnderstand that S.E.E. is a temporary set-up...I

} "llad my son not had the cpportunity to attend S.E.E.,
I sincerely belicve he would have dropped out of school.
He has worked hard and obviously been motivated., For some-
one with as fine a mind as he obviously has, it would have
been tragic to have been 2 dropout. We arc pleascd that he
has shown the maturity required to seek out resource mater-
ial and work witaout daily supervision....I feel that S.E.E.
has been good fer (our son), as he works and achieves better
in an unstructured sctting. Certainly he has worked hard
and willingly, without prodding from us. My cnly reserva-
tion is that he may have limited himself in acquiring sub-
jects he will need for university admission. As he is not
one to discuss his plans with his parents, we must trust
+hat he has decided what he will require and has made suit-
able arrangerents. lis tcachers have obviously camed his
respect and I feel that they have greatly encouraged and gone
out of their way to help him."

\

The low response rate of seccnd year parents is disturbing, for it

leaves us with a "'silent majority" whose vicws and attitudes and concems

are wnknown to us and to the school. It may also reflect a withdrawal
s
of interest and concern that could posc a problem for S.E.E. in the

future. We shall discuss some implications of this in our conclusion

-
So

to this chapter.
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Parental Involverent with S.E.E.

The concept of parental "involvement' in education is a complex
one comprising a variety of dimensions ranging from concern for the edu-
cational progress of one's offspring to active participation in program
development and implemeatation.* Clearly there is little parent partici-
pation in S.E.E.'s programs. Involvement of parents at this level has
not been a high priority objective even though it was noted in the origi-
nal statement of S.E.E.'s philosophy. However, the responses of first
year parents to our questionnaire indicate a fairly high level of "involve-
ment” at the interest level. We asked parents to indicate how frequently
they had interacted with their offspring about academic work or educa-
tional plans. ' The respoﬁscs, summarized in Table 7.2 , tend to confirm
our general impression that school assignments and projects, marks and
academic progress and future educational plans are the primary concerns

of parents.

It seems clear that most parents place a high priority on academic
achievement and therefore judge S.E.E. in terms of Low well or poorly
their offspring do in this area. Personal heppiness, broadening of inter-
ests and other non-academic benefits arc valued, but largely in terms of
their contribution to academic performance. School is still a place to

do academic work and eam diploma credits.

a~ it

* See Roger I. Simon, "The Pevelopmental Structure of Citizen Involverent,
197, (mimeo), for a detailed analysls of this conccpt. Available from Alter-
native Learning Environments Project.
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We found (with few exceptions) little evidence that parental attitudes
toward S.E.E. had been shaped or influenced by first hand contacts with
the school and its staff. Forty percent of the mothers 1n our sarple
reported that they had never visited the scheol; 38 percent more said
they had only been there once or twice over the course of the year. The
percentages for our father sample were similar (39 percent and 33 percent

respectively).

The comments of a number of parents vho were displeased with their
offspring's academic performance at S.E.E. indicated that they wanted '
the staff to take a more active guidance/prodding role, to establish
deadlines for corpletion of required assigaments and to enforce those

deadlines. The following excerpts illustrate this concem:

nT would like to see a parent-teacher association. If
there is one, I would certainly like to hear about it, I
would also like to see a progress report on the student. Also
an open housc to parents with an opportunity to discuss the
progress of the student would certainly alleviate any mis-
givings and answer many questions.”

"A reasonably frequent student-tcacher conference should
be required at which time assessing of the student's input
would be possible, discussion and counselling and, if nced
be, limits set. I also feel that, cven though my daughter
is 18, as her parent and support, I am entitled to know of
her progress."

"] felt that a little more direction could have been
given the younger (say, Grade 11) students entering the
school. These youngsters don't have clearly defined goals
and aren't quite ready to handle the responsibility of so
much freedom."

Other parents expressed a desire for some kind of re lar reportin
p xp I g

system regarding their offspring's academic progress so that appropriate
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action might be taken before the end of the school year. As one parent
put it: "I still like the idea of such a school, although my son doesn't
benefit from such a system. I feel S.E.E. should have been aware of

this and possibly suggested that he be transferred.”

A Problem

Several first year parents indicated in their comments that they

felt winformed about what was going on at S.E.E., what the school's ‘
program was trying to do and what their own offspring were doing in

relation to that program. Lacking a perspective for interpreting the

school and their offspring's newly acquired routines -- e.g. sleeping

in, working at home, travelling -- they expressed feelings of anxiety

and, sorctimes, mistrust. Some expressed directly a desire for more

regular contact with the school; others said they would have liked the

school staff to assume a more directing, supervisory stance toward

their offspring (a “solution" we feel that would be unacceptable to most

students and staff).

Several other first year parents seemed to be more aware of what
S.E.E. was about and what their sons and daughters were doing and why.
Furthermore, they expressed a basic confidence in their offspring and
in the ultimate value of the S.E.E. experience, even taking its short-
comings into account. Although we have not yet analyzed data on the
relationship betwecn parental attitudes and student adjustment and

performance, it scems reasonable to at least hypothesize that such a

reiationship exists and is rr-ut(lgally reinforcing. That is, if a student
o
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Xnows or senses that his/her parents disapprove of S.E.E. or lack con-
fidence in his/her ability to function effectively in that environment,
that student may not commmicate with the parents about the school

and his/her experiences with it. The parents, not receiving much feed-
back (positive or negative) from their offspring, may interpret this
non-communication as evidence that nothing much is happening at S.E.E.
or that the student may be hiding bad news. The student, in turn, may
feel less and less supported in her/his efforts to assume greater res-
ponsibility for her/his own learning at S.E.E.. The result, we suspect,
may be increased difficulty of adjustment to S.E.E. for the student, and
a2 growing feeling of alienation or suspicion about S.E.E. on the part

of the parent.

At this point, the fact that the pérents of over two-thirds of the
second year students refused to respond to our questionnaire, in spite
of follow-up letters and telephone calls, takes on special significance.
Their vefusal may represent an indirect response to the fact that parents
by and large have no role at S.E.E. and may signify a feeling of aliena-
tion. Certainly if they had felt that their views would have some impact,
more might have responded, especially since they were told that the infor-
mation we sought would ultimately find its way to the trustees and central

administrative staff.

In our view, a decline in parental support could present problems
for S.E.E. or for students attending the school. Clearly, if S.E.E. is
trying to create an cducational environment and set of learning experi-

ences thet are quite different from what most parents are familiar and
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comfortable with, its efforts will not be enhanced if parcnts are comru-
nicating their anxieties and/or disapproval to their offspring at S.E.E..
like it or not, the parents probably do exert an indirect influence on

the development of S.E.E., even if it is manifested by apparent apathy.

This poses a difficult dilemma for the school. On one hand, to give
parents a more direct voice in determining policies within the school
would constitute an undesirable, and possibly unwarranted, intrusion of
parental authority which could wndermine all efforts to induce students
to assume more responsibility for their own education and for regulating
the daily affairs of the school. On the other hand, if efforts to "keep
parents informed" led to a system of formal reporting on academic progress,
this could nlaée intolerable restrictions on the programs and an unde-
sirable emphasis on evaluation. It would also, in our view, tend to under-
mine the princinle of individual responsibility which is at the core of

S.E.E.'s philosophy.

To alleviate the problem without invoking the undesirable consequences
noted above poses a challenge to the staff and students of S.E.E.. Perhaps
those interested, parents included, might wish to get together in an effort
to devise a strategy or strategies for "educating" parents about S.E.E. and
enhancing parental 'involvement' and commitment to its mission. In the con-
ciuding chanter of this report, we will return to this theme and offer a few

suggestions,
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‘Chanter VIII

The S.E.E. Cohorts: Patterns of Adapntation and Alienation

The lottery system of selecting students for S.E.E. afforded us
the opportimity of collecting comparative data on a random sample of
students who applied to S.E.E. but, due to the luck of the draw, were
not admitted. There were 64 students who aprlied for admission to S.E.E.
for the 1971-72 (Year I) academic year but were not drawmn. We decided
to track down as many of the 64 as we could and to select a sample to

interview for'our study.

In late spring, 1973, we approached the schools where these students
had been enrolled in order to ascertain their current status. We found
that 22 were still in school, 10 had graduated, 4 had left prior to re-
ceiving a secondary school graduating diploma, 12 had started grade 13
and left prior tc completion, and 16 had moved or were otherwise untrace-
able. Thus, 16 of the 48 students (33%) about whom we had accurate in-
formation had left school prior to completion of their diploma aspirations.
This percentage in itself suggests the value of providing options for
students who are either unable or unwilling to cove with the demands of

a conventional school environment . * .

P

* We do not wish to imply that school is always the best place for students
sceking an alternative. At times, travel or work may be the best ''learning
enviromnent' for a young person.
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As noted in Chanter II, a samnle of 12 of the cohorts remaining
in school were interviewed and asked to complete a questionnaire com-
parable to that used at S.L.E.. In addition, cight of the 16 students

who had left school were located and agreed to be interviewed for the study.

It is assumed in this chapter that the students who applied to S.E.E.
were at the time dissatisfied with their schools and were looking for
something "better', or at least different. We shall present data obtained
from two groups of cohorts - those still enrolled in school as of May, 1973
and those who had left school prior to completion of their diploma aspira-
tions. Ixpressed in these data are contrasting vatterns of adaptation to

and alienation from their schools and the demands of formal education.,

S.E.E. Cohorts Who Remained In School

Table 8.1 presents mark averages for both students who stayed in
school and those who left. There are a few points about these marks which
should be noted. First, there is a gencral trend for students tc do less
well in maths and sciences than in other subject areas. This is consis-
tent with our other data in Chanter IV which suggest that S.E.E. has at-
tracted few students who are strong in math and science. It is also clear
that students who left school were doing worse academically than those who
remained, although very few were actually failing their courses. Finally
it should be pointed out that scveral students who remained in school

were attaining average marks of 30% or better. In fact the numher of stu-

dents with averages of 80% or better increased over the three year period
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for which we obtained mark data. Thus, most students who stayed in
school pcrformcd well academically cxcept in the arcas of maths and
scicnces. If satisfactory marks are an index of successful adaptation
to a school cnvironment, then the S.E.F. applicants who remained in

regular high schools, sccmed reasonably well-adjusted to their schools.

Data which point to an intercsting commarison between sccond year
S.E.E. students and their cohorts in other high schools are presented in
Table 8.2. Poth groups of students werc asked to compare their interests
and abilities regarding various aspecCts of course work in 1972-73 with
that of the previous year. It must be remembered in interprecting these

data that the reported increases are a student's comparison of himself

ing in ability or interest.

with the vear before. It reflects in what areas he feels himsclf gain-
It was found that morc S.E.E. students thar cohorts reported:
greater ability to sct goals for themselves (76% vs. 58%):; grecater ability
to organize one's own time (60% vs. 17%); greater ability to meet dead-
lines (44% vs. 17%); wmd an increase in the overall quality of their work
(72% vs. 42%). However, more cohorts than S.E.E. students reported a
greater ability to commnicate ideas (83% vs. 60%) and an increase in the
amount of reading being done (92% vs. 60%),but said they were less interested

in course work (33% vs. 12%) and less able to organize their own time

(33% vs. 12%).
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All of the cohorts we intervicwed were on the waiting list for
S.E.E. in Year I and somc had been subsequently invited to enter S.E.E.
or could have arnlied to S.E.E. again in Year II. Ve asked them why

they had changed their minds about attending S.E.E.. DBelow arc some of

their replies:

"7 didn't think it was a good idea to transfer after
Grade 11 and go there for only Grade 12."

"I didn't reanply because Grade 13 was too immortant...and
I heard Grade 13 was hard...(but) it might be harder at S.E.E.,
and T was afraid I might lose credits and not go to university."

"They phoned me in October, but I was getting so deep
into school, I couldn't leave."

"I began to have doubts about how 1'd fit in. They all
scemed to be one tyne of rerson, that's unfair I konow...but it
scemed kind of scary...a lot of people said thev'd have dronped
out if it were not for S.E.E.. They were so put of f by it all...
I'm not like that...I wouldn't leave."

"I didn't hear any announcements...l was doing well and
didn't feel any particular nced to apnly again."

"I thousht of it...but I became re-adjusted to high school
and the academic habit...I became firmly entrenched in my career
and it diin't matter any more. I really think I'm learning more
here because I'm pushed more.'

"I now question the relevancy of that kind of system...
People who have attended say they're having a grecat time - studying
things like Sanskrit...but what are you poing to do with Sanskrit...
you've got to be realistic and have a background you can fall back

on.'l

"It's too far down on the Lakeshore...I thought it'd be too
much of a hassle and I might as well stick it out here..."

"pecause 1 was committed to produce a play for Collegiate
next year.'"
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These comments, together with the recorded course marks and self
reports on achicvement would scem to indicate that these students had
decided to adapt to a rcgular high school environment and make the best

of it.

There is however, another side to this profile of the student who
has adjusted to his situation and is doing well academically., What came
through in the majority of interviews with thesc students was a fair
degree of cynicism ahout school and formal cducation. TFor cxamnle, stu-
dents were asked whether their attitudes regarding what they wanted

£rom high school had changed. Here arc samples of their replies:

" thought school was for learaing - T was intercsted in
evervthing. ..Fveryone used to armic with me...(and sayy 'you're
only here to get your diploma so vou can get a job'...Now I've
turned to their argument...I don't think I'd be here excent to
get my diploma.”

"y whole nurpose in beirg here is to get an education.
That was the reason I came here in the first place. T don't
think I've learned very much. I go to classes and every ycar
I go up a level and change subjects...but I don't think over
the year that I have accuulated much knowledge,"

" used to want an education as an end in itself...now 1
see school as a goal for university entrance wherc I'1l be able
to specialize." .

"I'ye come to the realization that unfortunately therc's
no place to o, nothing to be had if you don't have an education...
Take (getting) a jeb...No matter how smarc you arc pcopvle still
want to sec that picce of vaner...ihen I started high school I
didn't realize this. I thoucht I could get away with my ovn a-
bility, but unfortunately...I can't...
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Not everyone exnressed such credit-and-dinloma oriented attitudes.

"] came interested in marks...now I rcalize there's more
to it than that, its learning that's important.

"I find that T am no longer depvendent on nutting the
responsibility in getting information from a teacher. I
have to find it on my own. I am more willine to do things on my
own. I think I nlace a higher value on education than I used
to, and I don't go alona with the crowd that university is no
good. I disagree with that."

When we asked students if they had changed personally over the past

two ycars, the responses of some students suggested that their adantation

was less positive than their marks would indicate. For examnle:

"Up till grade 13 I recally enjoyed school; I'm now beginning
to sce some of its absurdities...certain courses, rules, etc. ...
we just had a "ereat liberalizing'' measure - enlarged and legalized
smoking areas...Students are treated as little kids...and they'll
be little kids if treated that way...

"I've become more bhitter...There's something about this school,
the teachers and their ways of teaching. Going to classes is
boring...It's so remulated here, so strict...They say there's a
wide range of courses but they're of minimal interest. Marks come
off if you skip classes in Grade 13. If you're working on something
else, into something else, it's too bad.

"I was more involved with people last year...Drama is the only
thing that keeps me here, to tell the truth...I like to act.”

It is intercsting to compare the events these students cited as 'most
frustrating” for them with those mentioned by S.E.E. students (see Chapter IV).

The comments below illustrate a totally different spectrum of concerns:
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"The school's policies about holding hands. You're not allowed
to touch anvone in the halls. If you do, vyou get hauled down into
the office. The time T ot called down for that, T was told T wasn't
a ladv,...T object to neonle calling me a tramp. This was imoliecd
by the vice-princinal. Ve have our own Cormittec of Concern made
up of staff and students. We went to them with our nrcblem but the
vice-principal still suwnorted the policy and nothing could be done.”

"lassles with neonle - There's a 10% cut rule regarding class
attendance. ..l missed 50% of my classcs last term, SO they arc going
to make me work my Ffinals instecad of being excrmted from them...
and my marks arc all good cnough.”

"Last year, I had a history tcacher, a very dictatorial type.
He wouldn't change for anvthing. T had a big fight with him about
doing other work in class...lle is a real forceful tvme: he tries
to scare evervbodv: enjoys neonle being scared. I had a big talk
with the principal about him. The principal said, 'tle was a res-
pected tcacher in this school.’ There is absolutely no room for
change. He wouldn't budge."

"Math - can't get the hang of it, csnecially trig. and geometry
- had a tu-or last year - this year I'm failing again."

"School is pretty artificial and wnrealistic...One of the
teachers here is involved with Student Council - The student Council
is pretty funny anyway but he controls it with an iron hand...I ran
for election and lost and I'm kind of glad T 4id.”

nGrade 13 gcnerally docs not offer me anything different from
the past four ycars - I've been developing myself in working new
ways. ..They manufacture you out with an honours grade 13 diploma...
hacking it thru.”

1School itself...just coming...my mother phoned up the school
and complained I was not communicating at home about my marks...
Then 1 was called to the guidance office.”

"] felt T was really working hard...on things imvortant to me.
Tcachers didn't realize all the things I was trving to accomnlish.
Naturally a teacher is most symnathetic towards his subicct...he
sometimes thinks its the only one. They see me as an honours stu-
dent and have certain expectations of me because of my marks. There's
a pap between what I'm working out mersonally for myself, and what
they know about students. . .Evervthing goes by rules and stendards,
you can't go and ask for exemptions and cxceptions in your casc...
you have to fit into the system.
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Students Who Left School

of the 16 S.E.E. cohorts who left school prior to comnleting their dip-

As indicated earlier, we werc able to obtain the cooperation of 8
’ loma asnirations. Tive started grade 13 but did not finish the year: two

comnleted the grade 13 year but didn't carn enough S.S.H.D. diploma credits

and decided not to return: one failed to reccive the necessary S.S.G.D.

mer school.

|
+ a
l credits in grade 12, left and subscquently made up the credits in sum- 1
Although most of these students said they enjoyed certain courses

(predominately in English/Commumications and Social Studies), the majority

of their school exveriences seemed fraught with the frustrations and ten-

When asked about their 'most frustrating experience', they talked mainly

sions that ranidly cxtinguish positive feclings toward formal education. ‘
of unreasonable rules and standards, boredom, and irrelevance: 1

"I think my teachers were the worst. Oh I know, at that time
they were talking of having different courses incorporated in your
studies, not necessarily credit courses; sociology, nsychology
and things, and I know they were talking about it, but nothing
happened. So T went in one day, and talked to the vice-principal:
he was really cool. But he said that they had a meeting with all
the teachers, therc were quite a few teachers, and only 2 teachers
said that they would teach the coursc, the rest said to forget it.

What can you do, the kids would have gone for it, but not the teachers.

1T found the attitudes of the tecachers really, really frustra-
tine. In Grade 13, I got teachers who were very old men who did
not want to change the educational.svstem nroercssively. They want-

' ed to keen it the way it was 20 years ago. I didn't feel T was treat-
ed as a nerson. I was just a little kid. They didn't have any feel-
irgs towards kids. This was their job - attitude. "1'11 knock some
facts into you. That's it...There were some good teachers there, but
I didn't get them."
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"I think I was being so burdened with the trivia of meeting
credits and reauirements sct by the Roard of Fducation that I
didn't have the time or inclination to cxnlorc the things that
I felt would lead me to the things I really wanted to do in my
1ife...For cxample, when I was in Grade 12 T had to take economics
just to f£ill in a credit.”

111 these thines would have been fine. BRut rather than
goina forward, vou scemed to snend so much time on moints that

weren't required. The things I felt I could really get into
wore skimmed over. 1 found this consistently with a lot of the
subjects. The teacher had to do this to cover a certain amount
of material to meet the credit reauirements.'

When we asked these students vhy they had decided to lcave school
before achieving their diplomas they talked about pressures from tcachers,
inflexible rules and regulations, and their own psychological reactions
to the total school environment. It should be stressed that the decisicn
£o leave school is not an casy cne especially if you believe that it will
affect your cntire life. We shall attemnt to cenvey some of the feelings
of alienation and pain vhich these students exverienced in school through

their own words:

"You had a feeling that in Grade 13, you might get treated
like an adwlt, not a child. The first weck was so horrible. We
had (a teacher) who snent all period wondering where so and so
in scat No. 4 was...and why did you change your seat? He'd get
all upsct. Massive scating plans. It was ridiculous. I knew
before I got into 13, it would be a waste. I woke up onc day and
decided not to go to school.”

iy decision tu dron out of high school built up over a
long time cven when I was in Grade 10, I was very dissatisfied
with school. Tt ias a temntation to drom out of school. But
then I realized I had to o along with the svstem somehow. You
can't make your world comnletcly. Grade 10 and 11 1 sweated
through, but Grade 12 was really my fighting vear. I was on the
verae of a nerveus breakdown, or cormitting mass murder or some-
thing. I aot throush the first term of Grade 13, and I went to
the First exams. That was what really killed me, because then
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everything was just playing the game. I realized that I was
really iearning nothing..."

"T hecame involved with neonle who were running (a North
York private free school). T started attending classes. I
had four classes ver week going through all of Ausust. They
were so incredibly much better. There was so much less pres-
sure. 1 knew what was waiting for me in the fall. I couldn't
face the thought of trving to slug it out...the second week
after school started T tried to get on an indenendent study
timetable...They wouldn't let me do this.”

And finally:

v 1 felt onpressed in a lot of ways. e day I waited
ti1l the end of class. I saw a girl friend who also felt frus-
trated and we both decided to auit. I was doing well in Grade
13 before I quit - in the 70's and 80's."

Tpmlications

vhat can we learn abcut S.E.E. from the data on the cohort sample?

First, we must recognize the limitations on comparing students at S.E.E.
with students in conventional high schools. Neither academic records nor
subjective roparts by students about specifics of their work are directly
commarable. Tor exarnle, if one student achieves an 80% mark average at

| S.E.E. and another achicves the same average in another high school, are

{ they actually achieving at the same level? Furthermore, the major dif-

i ferences between S.F.E. and most conventional high.schools in areas of

| program structure, student particiration in decision making, and indenendent

study make comnarisons on any sort of standard criteria very difficult, if

not inmmossible. 110




that we do gain from the data in this chapter is another perspec-
tive on S.E.E. through the contrasting exvericnces of students whnse
concerns were similar to those attending S.E.E.. We think their com-
ments speak for themselves and support out conviction that S.E.E, pro-
vides a truly different and meaningful school environment and experience

for a number of students in Etobicoke.
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Chanter IX

* Recomnendations

Our two year study of S.E.E. his attempted to provide some basic,
descriptive information about the activities, problems and prospects of
a developing setting. In our opinion, S.E.E. continues to represent an
exciting development within the Etobicoke educational system. There is
substantial evidence that the school has maintained its support from most stu-
dents and parents, and that it continues to fill a need within the Por-
ough. Furthermore, it is clear to us that S.E.E. provides a learning en-
vironment that both students and teachers view as a valuable and viable

alternative to existing secondary schools in the system.

Evidence does exist, however, that there are problems and conflicts
at the schcol which have yet to be addressed and resolved. Such problems
are natural for any new educational experiment and should not be viewed
as signs of failure, but rather as challenges for the future. Tn our judg-

ment, there is no doubt that S.E.E. deserves continued financial summort.

In concluding this report we feel a responsibility to the schnol,
the administration and trustees to share our thoughts concerning possible

changes vhich might facilitate the healthy future development of the school.

In this regard, we have framed several recommendations for consideration,
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by all who whare an interest in the future of this important innovation.

It should be remembered that these recommendations are based on the first
two years of S.E.E.'s existence. How relevant these comments and sugges-
tions are for Year IIT and Year-IV is a question for those currently at the

school to answer,

Recommendation T: That a committee of students, teachers, an administrator

‘and a trustee he formed to:

(1) investigate the degree to which the different conceptions of S.E.E.
portrayed in this report are still operative in Year III;

‘ (2) determine the probability of resolving these differences within the
~yrrent realities at S.E.E.}

(3) discuss the feasibility of developing two Alternative iligh School pro-
grams within the Etobicoke system, each to be a positive and valid option to

conventional education.

In our view it is essential that the staff of S.E.E. should come to a
basic common understanding about the school's mission and how it may be best
served. As we nointed out in Chapter VI, that common understanding appeared
to be lacking at the end of Year II. At that time the staff seemed to be

operating out of two quite different conceptions of the school - a '"mini-

school" conception and an "educational community' conception. The details of
these divergent views are elaborated in Chapter VI and need not be repeated
here*. However, at this point we would like to explain briefly vhat we mean

_a "basic common understanding™ and why we feel it is a necessary condition

nor should the 'halfivay house' conception also mentioned in Chapter VI

I~ G etten, A .
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for the future healthy devclopment of S.E.E.. A basic common wnderstand-
ing mecans that the staff must agree on the answers to the following in-

terrelated questions:

(@) Wi is S.E.E. designed to serve? Support for the "mini-school" con-

cept of S.E.E. seems to imply an admissions and screening policy that would
ensure as much as possible so that students entering S.E.E. would be well-
motivated, autonomous students cavable of efficient and effective independ-
ent study. On the other hand, the “educational commumity'' concept seems to
imply the rctention of a basically first-come, first-served admissions po-
licy bringing together a diversity of student abilities and motivations

each year.*

(b) What is to be expected of students at S.E.E.?

(c) What is to be expected of teachers at S.E.E.? These rcally are dif-

ferent forms of the same question as they represent two sides of a single
transactional process. They are also difficult questions which must be ad-

dressed at the level of swecifics rather than vague generalities.

Current diffevences of opinion exist at S.E.F. in issues such as the
following: the role of students in cvaluation; the function of general
wootings and how much say students should have in governing the school; what
constitutes legitimate work for credity and the nature of the responsibility
of teach-rs to motivate their students. These issues arc sources of confusion

and tension which beg for clarificaticn.

B

Furthersore, a priority glven to the "hal firay house''concept of still would
require still yet @

nother admissions policy. .
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Furthermore, the opposing conceptions of S.F.L. imnly different
priorities. For example, the mini-school concept might place greater em-
phasis on academic achicvement than on self-development, BEmphasizing a
program for more jndenendent and self-confident students would also reduce
the need for teachers to provide the counselling and guidance services im-

plied by the halfway house concept.

In our view, agreement on these three questions is essential if a
common understanding of the mission of the school is to emerge. Why do
we stress this need for agreement? Cannot the school continue to develop
and flourish within the current diversity of attitudes and opinions? The
school is certainly capable of operating without resolving the issues nosed
in this report. llowever, failure to do so in the near future will, in our
opinion, place serious limitations on the school's future development.

Some of these 1imitations are outlined below.

(1) Without common understanding on these basic issues, full cooncration

among the staff is irmossible. This places serious limits on:

(a) A student’s ability to engage in community-based learning. Com-~

munity-based learning requires more time and effort on the part of the stu-

dent than do programs restricted to the school building. Tt is unreasonable
to expect a student to carry out separatc projects for each subject area of

the school in which he is taking courses. If S.E.E. wishes to support ex-

periential learning it must be able to grant multiple course credit across
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subject arcas for a single project. I teachers cannot agrec with cach
other about what kinds of experiences and evidence of learning qualify

for credit, then interdisciplinary projects arc not feasible.

(b) The develonment of vrograms which emphasize integrated thinking.

To our knowledge S.E.E. has always professed the goal of developing inte-
grated thinking, recognizing that reality is not divided up into H.S.I.

credit categories or traditional subject matter disciplines. If this goal

is to be achieved, more projects must be encouraged which integrate inquiry
and demonstrate the reclationships among technological, historical, sociolo-
gical, asthetic and linquistic concerns. However, for this to happen teachers
must agree as to how such projects arc to be carried out*; what, how much,

and in what way help is to be given; and on what criteria is credit to be

granted.

(c) The extent to which students understand what is expected of them.

As long as the teaching staff controls the granting of credits, it would

be a mistake to think students do not want clear messages 'about where they
stand" or what is expected of them. With differcnt teachers giving different
messages or no clear messages at all, a certain degree of anxiety and confu-

sion is inevitable.

* This is important even it student- initiated; if credit is to be granted
students still are wisc cnough to make sure a tcacher thinks their nrojects

arc worthy of credit.
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(d) The tenure of the teaching staff. There is a wide-spread

phenomenon at most innovative and alternative schools which has also
been reported in the literature on alternative programs called ""teacher
burn-out'. Burn-out occurs when a teacher becomes physically and men-
tally exhausted in.the proccss of getting a program underway and usually
results in his/her leaving the school. This is less a result of hecavy
demands on time and cnergy than of the emotional strain of working in

an environment wrought with conflicts and tension. We firmly believe
that mutual support and collegial relations smong staff are essential
conditions for the healthy development of any program. We are convinced

this should be a priority for those concerned with S.E.E.'s future. It

is true that each teacher's work-load has kept them from interacting more
than they might have, but there is no denying that the basic disagreements
among the staff in Years I and II resulted in feelings of mutual isolation
and aloneness. We do not know if the present statf can resolve their
differences and develon a mutually supportive relationship. We do know
that it is unlikely that the four of them will continue to work together

much longer if they do not. 5

(2} Conflicting concentions of the school place incomnatible demands on

- the usc of time and space. For example, the mini-school concept emphasizes

a high degree of individualized learning and independent study. Such a
program requires highly individualized timetables which make it difficult
for people to get together at a given time or place, thus limiting the
opportunities for sharing of experiences, group discussions and learning,
wide participation in sclf-government, school related social events and

development of an overall teommunity" feeling. Both individualized in-
i g

dependent study and school-community concepts are currently valued highly
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at S.E.E.. However, the failure consciously to agrce on onc or the other
as having high priority may result in a kind of undergrcund war of attri-
tion in which people will opt for the line of lecast resistance®. Under these

conditions ncither concept is likely to develop to its full potential.

(3) The dual conception of S.E.E.'s mission may place c¢onflicting exnecta-

tions on teachers that may be impossible for them to meet. Some students

have commented to us that they desired S.E.E. to be the kind of school where
it is up to the student to decide what she or he wants to get out of it,

thus implying that there is no need to define "what S.E.E. should be". This
means that teachers would have to accept students as they present themsclves:
some students might be motivated and independent scholars, keenly interested
in a teacher's subject area; others might be interested but more dependent
on the teacher for direction in their studies; still others micht be uninter-
ested in the academic side of S.E.E. and need the time to explore other in-

terests and relationships of personal importance.

Such a variety of students requires a teoacher with a repertoire of
teaching styles adaptable to a wide range of student needs. While much has
recently been written about the desirability of training teachers to do just
this**, one can rightly raisc a question about the degree of encrgy and flexi-

bility of the human character necessary for this ideal to be achieved.

% Cur findings on the declining number cf students who placed a high value
on commmity-oriented activities at the end of Year II (Sce Chanter V) sug-
gest that such a conflict alrcady cxists and that the comnunity oricentation
is losing ground despite increased emphasis on thc part of the teachers.

#% The Structure of Teaching, Bruce R, Joyce and Berd Harootunian., Science

Research Associaccs, thicago, 1967,
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We have devoted much space to this first rccommendation because of
its obvious far-reaching implications. However, there are other rccom-
mendations which we think arc important for the school to consider seriously.
Some recommcndétions meke more or less sensc depending on which conception
of the school the reader favours and they should all be considered in this

light.

Recommendation II: S.E.E.'s admission policy should be adjusted to give

priority to students entering after completion of Grade 10.

Our two year study suggests that most students nced a substantial
period of adjustment to the personal responsibility demanded of them at
S.E.E.. As we noted in Chapter IV, many students reported increased abilities
in organizing their time, writing essays, reading, meeting deadlines, etc.
over a two year period, Furthermore, if one is intercsted in building con-
tinuity of povernment and comunity feeling, it is helpful to have a majority
of students returning each year (rather than having a majority of new students).
Such a policy would urge students to apply with the intention of staying at
S.E.E. for two or morc years. Urograms would neced to be ‘adjusted so that en-
tering students could be given help in coping with significantly different de-
mands of the school while different expectations regarding indepnendent work

would cvolve as students skill at working on their own increased.

The implementation of this recomnendation would certainly require more
emphasis on recruiting at the Grade 10 (Year 2) level. It also requires a

reasscssment of the school's current function as a holding institution of

419
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last resort for Grade 12 and 13 students who want their diplomas but can-

not/will not function any longer in the regular high school system.

Recommendation TII: A program of narent cducation should be undertaken by

staff and students.

Assuming some agrecment is reached at the school about its goals and
procedures, parents should be given an opportunity to leain as much about
the program and its rationale as possible. As discussed in Chaoter VII
many parents expressed concern about the lack of control teachers have over
what students do or do not do. These comments indicate a lack of understand-
ing concerning S.E.E.'s basic premisc of individual responsibility. Such a
situation can often make it difficult for the individual student when hc
tires to exnlain to his or her parents what the school is all about and why
she/he is working at home, going off on the subway, or going out at night on
a school project. Positive varental support for the S.E.E. concept of edu-
cation can go a long way in helning student; adjust to S.E.E. and needs to

be actively developed.

In this regard, a suggestion that might be useful is to hold a series
of wmeetings of small numbers of stude~*s, teachers and parents in students'
homes to explain the program. Both parcnts who swvort S.E.E. as well as
those who are more skeptical should be invited to these meetinos. This mix-

ture of summortive and skeptical parents is immortant For it is through in-

/l‘l)
A




formal dialogue with other pareats *hat confidence and understanding of

a new cducational idea will often develop*.

Recormendation IV: The addition of a recsource nerson OT nersons in the

arca of nsychologv and iuman devleopment on a part-time basis.

The close relationships between students and tcachers at S.E.E, has
developed a nced for additional staff who arc intcrested specifically in
the issucs of growth in self-awarencss and internersonal communications
skills. If possible such resource personnel might be provided on a regular

basis without charge against money allocated for part-time teachers.

The encounter group led by a member of the Student and Soccial Services
Branch of the Board served this purposc for a significant mmber of students
during Year I, It was less offective during Year II, perhaps because new
students who might otherwise have benefited found difficulty in joining such
a well-cstablished groun. A similar program of psychological support for
the affective lifc of the school should be reintroduced and made available

to larger cross-section of the student body.

Recommendation V:  The Board of Education should take into account the un-

usual teaching positions of the four full-time tcachers and the administra-

tive responsibilities of the school secretarv and make recommendations to

provide them with equitable comnrensation for cauivalent workloads under-

taken in conventional secondary school.

% There are of course other things that could be donc in a rarent educaticn

However, we feel it is best left to the staff and students (and
rents) to determine what is most appropriate.

1l

program, v
possibly some interested pa



As we noted in Chapter VI the scope of responsibilities and con-
sequently the demands on the time and cnergics of the four full-time
teachers at S.E.E. go far beyond what is normally exnected of a regular
teacher in a conventional high school. First, cach teacher functions as

a department head in terms of scheduling classes, ordering materials and

source teachers in his subject arca. Sccond, since the school has no
principal, cach teacher assumes a share of the administrative responsibilities
for the school. The school secretary, in particular, functions essentially

as an administrative assistant without rank. Third, as the school does not
have guidance and counselling personnel assigned to it, the tecachers perform
these functions as well, to the best of their ability. Here again, the
school sccretary (the only full-time female staff member) plays a major role

as an advisor and 'housc mother' to many students at S.E.E..

supplies, and coordinating and supervising the efforts of part-time re-
Certainly, these conditions need not apply in every alternative school,
but are a natural consequence of S.E.E.'s cooperative structurc. The
reader will note that we are not advocating a change in that structure.
Rather, we wish to see more support provided for the staff and students with-
in it. It is in this spirit that we are recommending consideration of spe-
cial compensatory measures. WWe fecl strongly that the staff should not be
inadvertently penalized for their cammitments to S.E.E. through fewer op-

portunities for advancement than might ordinarily accrue to them in the re-

gular system.

1<2
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Recommendation VI: Future evaluations of S.E.E.'s development should

‘be carried out by the school ‘itself.

In such efforts, the school would be required to demonstrate: (1) how
it was providing an alternative to existing Borough schools; (2) that it
was maintaining supnort from students and parents,. and (3) that it was
capable of identifying and resolving its own problems. Such an evaluative
procedure has the benefit of forcing the school to continue to examine it-

self and its direction, a requirement for a health developing organization.
’ q Yy P g

* Conclusion

It is hoped that these reccmmendations will be received in the spirit
in which they are given; not as definitive judgements but as suggestions for
the future. Over the past two years, it has been our pleasure to work with
a dedicated staff and an enthusiastic group of students. In doing sc, we
have learned mush about the problems of developing alternative learning
enviromments and we lope in turn that we have been of some use to those who

have been our partners in this study.
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TABLE 2.1
THE S.E.E. COHORT *

IN--SCHOOL GROUP TOTALS LEFT WITHCOUT GRADE 13 | TOTAL { GRAND TOTAL
COMPLETING GRADUATES
GRADE 12 GRADE 13 GRADE 13

Iocated sample 12 10 22 1o*** 10 26 48%*
Selected sample 7 5 12 8 8 20

V 1
* Students who applied to S.E.E. in Year I but were not accepted in the lottery. MM

** OFf the unselected students on the original lottery list, 16 could not be accounted for. Some
may have simply transferred to another school.

*** Some campleted credits subsequent to leaving.




TABLE 3,1
Nurnber of Students Entering S.E.E. over Each of 3 Years
from Different High Schools *
Previous School Grade 11 [ Grade 12 Grade 13 Total and Rank Order
Yr 1 Yr 2 ¥r 3 Yr 1 Yr 2 ¥Yr 3 Yr 1 Yr 2 ¥r 3 Yr l Yr 2 Yr 3
Burnhamthorpe 1 4 4 2 4 3 12 0 2 15(1) 8(2) S(1)
Etobicoke 3 2 1 3 3 0 6 6 0 12(2) 11(3) 1(13)
Richview 4 2 2 3 3 4 4 1 2 11(3) 6(4.5) 8(2)
Kipling 2 0 1 4 0 1 3 1 0 9(4) 1(15.5) 2{11)
New Toronto 2 1 0 5 0 0 0 0 0 7(5.5) 1(15.5) 0(--)
Scarlett Heights 0 0 0 1 0 0 6 0 2 7(5.5) 0O{==) 2{11)
St. Joseph's 1 0 ~ 3 2 - 2 4 - 6(8) 6(4.5) ——
West Humber 1 0 0 1 1 3 4 3 1 6(8) 4(7.5) 4(5.5)
Thistletown 0 0 0 0 0 0 6 1 0 6(8) 1(15.5) 0(—)
.“v Silverthorn 2 2 1 1 3 0 1 2 2 4(11.5) 7(3) 3(8) (@)
S Vincent Massey 2 2 1 2 1 1 o 2 2 4(11.5) 5(6) s &
' Martingrove 1 1 0 2 2 3 1 0 3 4(11.5) 3(9.5) 6 (4)
Alderwood 0 2 0 4 0 0 0 0 0 4(11.5) 2(12) 0(—)
Royal York X 0 3 2 1 2 0 2 2 3(14.5) 3(9.95) 7(
Mimico 0 0 1 2 0 0 1 1 2 3(14.5) 1(15.5) 3(8)
Michael Power 1 0 0 0 0 0 0 2 0 1(16) 2(12) 0(~~)
U. of T. School - - - - - - 1 - - 1 ——— —
Out of Province - - - - - - 1 - - 1 e —-—
North Albion 0 2 1 0 0 1 0 2 1 0(~—) 4(7.5) 3(8)
Keiller MacKay 0 1 1 0 1 1 c 0 0 0(--) 2(12) 2(11)
No. of New Students
2Admitted 21 19 16 35 21 19 48 27 19 104 67 54
No. of Bd. Schools | OB
Represented 15 16 13 >—=)

A2 gmoen

* Data collected in October each year Year 2 figures includes 7 additional

i
|
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TABLE 3,2
DATA ON STUDFNT APPLICATIONS AND ADMISSIONS FOR
YEARS II AND III
For For
Year 2 Year 3 ;
No. of students who applied 154 125 }
No. of students who withdrew or were rejected 47 26 . i
No. who appealed —— 13
- No. who were accepted on ampeal e 8
- M. whose appeal was rejected — 5
No. whose names went into the lottery 107 98 *
No. drawn 55 46
- Grade 11 20 16 ¥
12 19 18 ¥
13 16 127
No. who failed to come in September 11 9
Mo. who withirew during September 3 0
No. who were subsequently admitted frem
waiting list 22% 17
MNo. of new students as of October: Total . 41 54
- Grade 11 15 16
12 12 19
13 14 19
* 1 student asked to be placed on tre waiting list rather than in the draw.
T For Year 3: 24 applicd for Grade 11: 33 aoplied for Grade 12 and
13 were returning; 42 applied for Grade 13 and 51 were returning.

£ Tn November, it was decided to increase the school roster to 110.

127
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TABLE 3.3

reasons Studernts Gave for Applying to S.E.E. in 1971, 1972 and 19731

~ by Entering Grade Tevel

o. ard Percentage of Students Respondirng
Grade 1] Grade_12 | Grade 13 TOTALS
5 '71 172 '73 *71 '72 *73 '71 '72 '73 ‘71 ‘72 '73
Total Number of Students 19 16 16 29 21 20 44 18 18 22 55 54
Irdividual learning bmmamw 10 12 6 23 14 11 25 8 8 58 34 25
(52.6)} (75.0)| (37.5) (79.3)1{ (66.6) } (55.0) (56.8)} (44.4)| (44.4) (63.0)} (61.8)} (46.3)
Goneral "life" needs 0 0 0 3 2 2 3 3 2 6 5 4
(10.3)1 ( 9.5)}(10.0) ( 6.8) (16.6)] (11.1)]i ( 6.5 ( 9.0)] ( 7.4)
Interpersonal needs” 5 0 1 4 1 2 5 1 2 |14 2 5
(26.3) ( 6.51(13.7)]( 4.7) (10.0) {| (L1.3)} ( 5.5) a1.nfias.2 ¢ 3.6) 1 ( 2.2)
Nature and method of 15 10 10 20 13 17 34 11 14 69 34 41
S.E.E. learnirng styles (78.9) { (62.5) | (62.5) (63.9) | (61.9) {(85.0) (77.2)1 (61.1){ (77.7) (75.0)f (61.8)}(75.9).
and structuxe’
Othex’ a 0 - - ~ 0 - - 1 - - 1 - -
1. These responses vere to the question: "Why do you believe this school will meet your educational neeis?”
2. As sove stwdent's gave reasons in more than one category for applying to S.E.D.. Yhe cateqories in this w
table are rot irdependent and the total number of responses is greater than the total number of students. ul

Any response that refers to the student's need for self-directed learning: e.9. self-motivated learning,
self-paced learning, experiential leaming.

Ay response that refers to the student's need to prepare himself for the larger society: e.g. for
university, emloyment, etc.. :

Any response that refers to the student's need for communication ox involvement with others: e.d. with
students, teachers, parents.

any response that refers to factors that characterize S.E.E. such as the type of teachers, curriculumn
and resources: e.g. srall classes, diverse methods, many options.

The 'other' category was only used in 1971.
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TABLE 3.4

Peatures of S.E.E. Which Were of Most Interest to Applicants
in 1971, 1972, ard 1973} -~ by Entering Grade Level

No. and Percentage of Students Responding

Grade 1l ﬁ. Grade 12 Grade 13 TOTALS
5 '71 172 '73 '7L '72 '73 '*71 '72 '73 7L {72 t73
Total Number of Students 19 17 16 29 20 19 44 18 18 92 55 53
!
4
MNaptation to Irdividual m
Needs and/or Learning Style™ 8 4 11 15 8 15 22 11 16 49 23 42
.MEN.HV (57.1) | (68.7) ] (65.5) (40.0)} (78.9) || (30.0) (61.1)] (88.8){f {53.3) (41.8) ] (79.2)
Diverse nature of School
Resources and/or Teaching 15 13 5 19 16 6. 31 10 3 €5 39 14
Metheds? 78.9) | (76.4) | (31.2) (65.5) | {80.0){ (31.5) (70.4)| (55.5)| (16.6) (70.7) { (70.9) } (26.4}
student Power in Influen—
cing own Schooling® 4 3 1 11 1 1 8 2 2 23 5 4
21.0) { (17.6) {{ 6.2) (37.9)1 ( 5.0)4 ( 5.2) (18.1)| (11.1)] (11.1) (25.0){(10.9) | ( 7.5)
Other® K - - 0 - - 1 - - 3 - -
mpo.mv m ( 0.0) { 2.2) ( 3.2)
|

1. These responses wexe to the question: "What features of the school interest you most?"
2. Bs some students mentioned features in more than one category, the categories are not independent and the N
total mumber of responses is greater than the total mumber of students. N
3. Any response that refers to features of S.E.E. that emphasize the school's flexibility in meeting individual ™4
learning needs or style: e.g. self-directed learning, able to pursue own interests and set own goals, set
own pace, etc..
4. Any response that refers to festures of S.E.E. that emphasize the diversity of the curriculum offerings,
teaching methods, media, etc.: e.g. small school, use of community resources, lack of rules regarding
social life of school, variety of learning experiences.
5. Any response that refers to features of S.E.E. that enphasize the participation of students in the making of
sctool policy: e.g. student/teacher control of curricalum, demccratic decision maching, a say in school policy.
6. The 'other' category was only used in 1971.
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TABLE 3.5

Goal Orientation of Students Applying to S.E.E. in 1971, 1972 and 1973"
- by Entering Grade Level

No. and Percentage of Students Respording

Grade 11 Grade 12 " Grade 13 TOTALS
, | [z ] 71 | '72 |73 T1 {12 |73 |'7L {'72 {173
Total Number of Students 19 15 15 29 20 20 i 44 18 18 2 53 53
Personal Goal Orientations 8 7 10 20 11 16 21 9 7 49 27 33

(42.1) 1 (46.6) |(66.7) || (68.9)} (55.5){ (80.0)}f (47.7)} (50.0}|(38.9){i(53.3) (50.9) (62.3)

Scheol mdm\OM Subject Goal ,
Orientation 12 9 5 16 10 4 i 25 10 14 53 29 23

(63.1) 1(60.0) 1(33.3) 1} (55.1)}(50.0)} (20.0)}} (56.8)}(55.5) }(77 }{(57.6) (54.7) {(43.4)

L

These responses were to the question: "If admitted, what goals will you set for yourself?"

As scme students mentionzd features in more than one category, the categories are not indeperdent and
the total number of responses is greater than the total mumber of students.

Anv response that refiers to goals that relate to individual reeds, interasts and/or development: e.g. beccming
a Tuller person, workirg up to ore's creative level, havirg a gocd time, learning by experiencing, etc..

Any response that refers to goals that relate to achieving a certain status in a subject or some form of
accreditation: e.g. becaming fluent in French, university preparation, learning about sccial studies, obtain-
ing a high school diploma, etc..

o)
o9
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' TABLE 4.1 : »
\
STUDENT FSTIMATES OF THlEIR INTEREST AND ABILITY RPGARDING COURSE ‘
WORK AT S.E.F. IN YFAR IIX i
Interest and Ability Groun Changes Compared With Previous Vear* i
% More % Sane | % Tess 2 No Resronse |
1lst Year** 73,1 9.8 7.0 4,7
Interest in course work
2rd Year*** 56.0 24,0 12,0 8.0
= 1St Year 44.2 44,2 7.0 4,7
Abilitv to carmunicate
ideas 2nd Year 60.0 32.0 4,0 4,0
ist Vear 74 .4 18.6 4,7 2.3
Relationship with |
teachers 2rd Year 44.0 44,0 8.0 4,0 |
lst Year 41.9 30,2 23.3 4,7 |
Abilitv to set goals —
for vourself 2rd Year 76.0 8.0 16.0 — |
lst Year 39.5 34,9 18.6 7.0
Ability to organize
vour time 2nd Year 60.0 28,0 12.0 ———
1st Year 14,0 39,5 39,5 7.0
Ability to meeat
deadlines 2nd Year 44,0 32.0 16,0 8.0 |
=
1st Vear 81.4 7.0 4,7 7.0
2mcunt of readina d
1st Year 65.1 23.3 7.0 4.7
Ability to do re- :
searcih on seecific . |2nd Vear 52.1 36,0 8.0 4,0
trnics
= Istc vear 35,0 389 27.9 2.3
Ability to ccmnlete
research navers, :
multi-media presenta= (2nd Year 40,0 44,0 12.0 4,0
tions, ete.
st Year 6.8 20,9 4,7 1L.6
Nverall cuality of
work mnd Vear 72,0 16,0 12.0 —

* vear I at S.E.F. for Second Year Students; Previous high school for First

Year Students.
*%  (N=43)
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TARLE 4,2

STUDFNT ESTIMATES OF FRIMUENCY OF PARTICIPATION IN FXTRA-
CURRICULAR TRTFLLFCTUAL AND CULTURAL, ACTIVITIES COMPARED
70 PRIVIOUS YFAR

Student Number Frequency Commared to Previous Vear *
ACTIVITIES Groun Roarondirdg % Marg % Same % Less
Ist Yeax 42) 81.0 1.9 7.1
Reading sam e e -
2nd Year (25) 56.0 40,0 4.0
lst Year (41) 61.0 29.3 9.8
Lectures
nd Year (25) 24.0 64.0 12.0
1st Year (39) 41.0 56.4 2.6
Concerts
2nd Year (24) 25.0 66.7 8.3
lst Vear (41) 46.3 48.8 4.0
Plays
2nd vear (24) 41.7 58.3 —~——
1lst Year (42) 71.4 26.2 2.4
Films
2nd Year (25) 28.0 52.0 20,0
st Year (41) 73.2 14.6 12.2
Writine
2rd Year (25) 60.0 z4.0 16.0
——
lst Year (40) 87.5 10,0 2.5
Travel o —
2nd Year (25) 52.0 48.9 ———
lst Year (39) 51.3 46.2 2.5
Musaums
2rdl Year (24) 12.5 83.3 4,2
lst Vear (37) 27.0 59.5 13.5
Arts & Crafts**
2ryl Year (20) 20,0 75.0 5.0

* Por First Year Studerts the ccmoarison is with the fonrer school: for Second Year
students the camarison is with vear I at S.E.E..

%% "Arts and Crafts" is a camrosite cateqory made up of painting, drawing, pottery,
sculpture, weaving and other crafts.
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TABLE 4.3

STUDENT ESTIMATES OF THE QXANTITY OF WORK DONE IN YEAR II COMPARED
TO PREVIOUS YEAR

* For lst Year Students the comparison is with the former high school; for 2nd Year

Students the comparison is with Year 1 at S.E.E..

Subject Arez Nunber of Students Estimates of Quantity of Work *
¥Who Responded
% More Than Iast Year | $ Same as Last Year | $ Less Than Last Year
1st Year Students = 43 74.4 9.3 16.3
English/Canmmnications
2rd Year Students = 25 72.0 20.0 8.0
1st Year Students = 28 53.6 ’ 21.4 25.0
Languages
2rnd Year Students = 13 53.8 30.8 15.4
- 1st Year Students = 23 30.4 34.8 34.8
¥ Maths
, 2rd Year Students = 11 54.5 18.2 27.3
) 1st Year Students = 29 37.9 17.2 44.8
Sciences
2rd Year Students = 13 38.5 38.5 23.0 ™M
e =
1st Year Students = 39 61.5 15.4 23.1 )
Social Studies
2nd Year Students = 24 41.7 33.3 25,0
- b L




STUDENT ESTIMATES OF THE QUALITY OF LZARNING IN YEAR YI COMPARFD

Subiject Area

TABLE 4.4

TO PREVIOUS YZAR

Nunber of Students

Estimates of Quality of Learning *

Who Responded
¢ More Than Last Year| % Same as Last Year $ Less Than Last Year
1st Year Students = 40 80.0 12.5 7.5
English/Communications
2nd Year Students = 25 64.0 28.0 8.0
1st Year Stwdents = 23 56.5 21.7 21.7
Larguages
2nd Year Students = 15 26.7 53.5 20.0
! 1st Year Students = 21 33.3 42.9 23.8
= Maths
— 2 Year Students = 13 30.8 38.4 30.8
1]
1st Year Students = 24 50.0 20.8 29.2
Sciences
2nd Year Students = 12 33.3 41.7 25.0
1st Year Students = 34 91.2 2.9 5.9
Social Studies
2nd Year Students = 22 08.1 13.6 18.1 Ll
™
=

* For lst Year Students the comparison is with the former high school; for 2nd Year

students comparison is with Year I at S.E.E..
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TABLE 4.5

STUDENT DISSATISFACTION WITH THE QUANTITY AND QUALITY OF

THEIR VORK IN YEAR II

1st Year Students | 2nd Year Students
Subject Area % Dissatisfied With [% Dissatisfied With
Quantity | Cuality fuantity | Quality

English/Commmications 11.9 ‘12.2 12.0 8.0
42% 4] 25 25

Languages 28,0 B.7 12,5 0.0
25 23 16 14

Maths 30.4 27.3 41.7 25.0
23 22 12 12

Sciences 28.6 21.4 25.0 10.0
28 29 12 10

Social Studies 25.0 7.9 8.3 12,5
40 38 24 24

* Represents the mumber of students who responded to this item on the

questionnaire.
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TABIE 4.6

DIPLOMA CREDITS EARNED DURING YEAR 2 (1972/73)

NUMBER OF

CREDITS

1st Yearx

1

2

3

4

5

6

7 or more

10

12

10

4
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TABLE 4.7

ACCUMULATED DIPIOMA CREDITS AT THE END OF YEAR II (1972/73)

1st Year Students

ﬂ

2nd Year Studants

Males | Females | Total ” Males | Females | Total
(N=32){ (N=30) (N=62) (N=12) | (N=22) (N=34)
Less than 22 46.9% | 20.0% 33.9% 16.7% { 13.6% 14.7%
22 ~ 26 25.0% { 23.3% 24,.2% 33.3% | 40.9% 38.2%
27 - 32 18.7% | 40.0% 29.0% 41.7% | 22.7% 29.4%
33 or more 9.4% } 16.7% 12.%% i 8.3% | 22.7% 17.6%

n r ooyl o Aol
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TABLE 4.8

DIPIOMA CREDITS EARNED BY MALE AND FEMALE STUDENTS

IN YEAR II

1st Year Students

2nd Year Students

Credits Farned || Males Females Males Females
(=30)  (N=31) M=14)  (%=22)
0-~2 56.7% 45.2% 35.7% 31.8%
3.5 30.0% 22.6% || 35.7% 31.8%
6 or more || 13.3%  32.2% 28.6% 36.4%
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TABLE 4.9

DIPIQ&ACRH)TISMBYWEANDFEMAIESTUDENISDI
YEAR 1 (1971/72) and YEAR I1I(1972/73)

Year 1 Year 2
Number of Males |Females Males | Females
Credits (N=36){ (N=52) (N=44)] (N¥=53)
0-2 “ 52.8% {32.7% 50.0% | 39.6%
3~5 “ 22.2% 123.1% 31.8% { 26.4%
6 or .
more 25.0% 144.2% ) 18.2% | 34.0%




*%
1971-72 Average
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TABLE 4.10

OVERALL MARK AVERAGES FOR S.E.F. STUDENTS, 1971-1973*

FIRST YFAR STUDENTS

SECOND YEAR STUDENTS

Grade 11 |Grade 12| Grade 13 Total Grade 12 | Grade 13 | Total
(2=17) (N=16) (N=19) (N=527 (N=11) (N=19) (N=30)
65.5 71.7 69.5 68.5% 75.6 66.2 69.7

1972-73 Average

at SOE.E‘.

65.8

** yor first year students, marks are at

68.4 72.3

63.0

73.7

72.0

* The averages-do not include subjects not available for credit at S.E.E.
Physical Education, Industrial Arts and Music.

previous school; for second year students they are

72.6

, e.g. Business,




o A TABLE 5.1
STUDENT PERCEPTIONS OF ACADEMIC CLIMATE AND EXPECTATIONS AT S.E.E.

ACTIVITIFES $ Value Hiqghly % Do Often % Most Students % Most Teachers
P Personally Value Highly Value Hiqhly
First Year }Second Yeas| First Year |Second Year First Year | Second Year || First Year | Second Year
Studentsg Studants Students Students Students Students Students Students
N=43 N=25 ] N=43 N=25 N=43 N=25 N=43 N=25
Selectirx: topics, resources 62.8 64.0 34.9 44,0 55.8 28.0 65.1 68.0
and methods of presentation :

of course work.

Actively exploring cammnity 48.8 28.0 11.6 —— 37.2 20.0 81.4 80.0
resources for information

directly related to course

work.

Preparing a paper, film, 20.9 40.0 18.6 36.0 20.9 20.0 81.4 80.0
seminar, etc. specifically

~ desigrned to show others
[ what I have learned.

Discussing and analyzing in 53.5 52.0 32.6 40.0 39.5 20.0 76.7 80.0 &
deptn with staff or other - =
students ideas which are w !
related to course work. <
COrganizing activities open 32.6 28.0 9.3 4,0 23.3 28.0 65.1 72.0
to the whole school (e.q.
courses, seminars, Week or

Day-on, a ccurse-related .

visit or a trip). .

Planning for my own independ-| 81.4 72.0 46.5 60.0 37.2 36.0 62.8 { 64.0
ent study, reseaxrch, commu-

nity involvement, etc.. xe-
lated to my courses.




TABLE 5.2

STUDFNT' PERCEPTIONS OF GENERAL INTELZECIUAL CLIMATE AND EXPECTATIONS AT S.E.E.

% Value Highly % Do Often % Most Students ? Most Teachers
Personally Value Highly Value Highly
T T O Y | OISR | N g - - SRSy A
First Year { Second Year |{First Year | Second Yeari} First Year § Second Yearjl First Year!Second Yeq
Students Students Students Students Students Students Students Studentd
N=43 N=25 N=43 N=25 N=43 N=25 N=43 N=25
Getting into things other 81.4 56.0 53.5 44.0 55.8 36.0 46.5 44.0
than course work.
HNQNQ.HHKM aﬁPQmHu\ on a <WH.HQQ 74.4 84.0 62.8 68.0 46.5 28.0 62.8 44.0
of subjects, rot neces-
sarily related to courses.
Reading intensively on par- 48.8 60.0 30.2 40.0 34.9 24.0 65.1 60.0
ticular topics, specific
vriters, etc..
Actively exploring community 41.9 36.0 18.6 12.0 44.2 28.0 48.8 40.0
resources for whatever ex-
periences they may happen
to offer. \
Expressing my feelings through 67.4 80.0 41.9 52.0 48.8 52.0 53.5 68.0 3
an essay, poan, film, tape, Q9
or other work of art. Y
: : —— o=
Discussing and analyzing in 53.5 60.0 32.6 44.0 48.8 48.0 51.2 40.0
depth ideas related to per-
sonal issues such as philo-
sophy of life, religion,
values underlying differing
life styles, use of drnigs, etc.
discussing and analyzing in 48.8 36.0 23.3 16.0 55.8 28.0 58,1 56.0
depth ideas related to social
issues such as politics, treat-
ment of minorities, etc.. .
ittending plays, films, lec- 60.5 68.0 39.5 52.0 44.2 24.0 65.1 72.0
tures, art exhibits, and other -
"cultural activities".
C Y
um“
Eym




TABLE 5.3
STUDENT PERCEPTICNS OF RELATIONS WITH TEACIERS

Relationship Is:

% Good 2 Neutral % Pcor $ Lacking % NR
1st Yr. 2rd Yr. ist Yr. 2nd Yr. 1st Yr. 2nd Yr. 1st Yr. 2nd Yr. 1st Yr. {2rd Yr.
Students| Students || Students| Students|| Students | Students|| Students | Students || Students| Students
N=43 N=25 N=43 N=25 N=43 N=25 N=43 N=25 N=43 N=25
{1} Discussions relating to | 81.4 68.0 7.0 24.0 7.0 4.0 4,7 4.0 — —
course work.
(2) Working together plan- 48.8 52.0 25.6 20.0 11.6 12.0 7.0 12,0 7.0 4.0
ning and organizirx spe-—
cial events related to
courses.
(3) Grading and evaluation 48.8 64.0 37.2 28.0 4.7 _— 7.0 —_— 2.3 8.0
procedures. -
) \ - ™
(4) Counselling about choice} 25.6 48.0 41.9 32,0 9.3 4.0 16.3 8.0 7.0 «48.0
of courses and future | 3
plans.
{5) Discussing personal pro- } 16.3 40.0 39.5 28.0 18.6 4.0 20.9 12.0 4.7 16.0
blzns not related to
course work.
* (6) Participation and/or 41.9 32.0 34.9 44.0 4,7 4.0 11.6 12.0 7.0 8.0
helping with informal
school activities, e.g.,
sports, outings, social
events, etc.. =




TABLE 5.4
STUDENT PERCEPTIONS OF THE CLIMATE OF OOOPERATION AND MUTUAL HELP AT S.E.E.

Students are Comitted to Helping Each Other and the School

$ Fairly Much % Scme % Little $ No Response
or_a Great Deal or None
lst Yr. | 2nd Yr. {lst Yr. ! 2nd ¥r. [{1st Yr. }2nd Yr. || 1st Yr. |2nd ¥Yr.
Students | Students |j Students | Students [{Students { Students|; Students| Students
N=43 N=25 N=43 N=25 N=43 N=25 N=43 N=25

Maintenance arx! appearance 51.2 36.0 32,6 36.0 11.6 24,0 4.7 4.0
of the buildirg. ’

Sharing limited resources 8l1.4 , 52.0 11.6 24,0 4.7 20.0 2.3 4.0
(e.g., books, AV equip~
ment, etc.}. '

Tutoring those who need 41.9 28.0 25.6 24,0 27.9 32,0 4.7 16.0
help.

Cooperating with majority 65.1 44,0 20.9 40.0 11.6 12.0 2.3 4.0 -
decisions within the -~
scrool. o

Helping others to express 39.6 32.0 30.2 28.0 23.3 36.0 7.0 4.0
their views and clarify
their feelings abcut im- -

, portant issues.

[]
—4
-
i

[




TABLE 5.5

STUDENT PERCEPTIONS OF STUDENT INFLUENCE AT S.E.E.

| Vant a say? $ Fairly Much % Same % Little or $ No Response
; % Yes or a lot None
1st Yr. | 2rd Yr. {{1st Yr. { 2nd Yr. ist Yr. | 2rd Yr. | 1st Yr. 2nd Yr. |} 1st Yr. }2rd Yr.
Students| Students || Students | Students || Students| Students Students | Students|| Students | Students
Deciding On: i N=43 N=25 N=43 N=25 N=43 N=25 N=43 =25 =43 N=25
Which courses are w
offered m 86.0 96.0 72.1 56.C 16.3 24.0 2.3 16.0 4,7 4.0
The content of my w
oourse it 90.7 96.0 69.8 80.0 11.6 Jj2.0 9.3 4,0 9.3 4.0
How my work is to |
be evaluated w 90.7 96.0 58.1 72.0 16.3 24.0 16.3 —— 7.0 4.0
How school space |
is used A 69.7 80.0 30.3 20.0 30.2 36.0 23.3 40.0 9.3 4.0 '
o3
How school badget is - =
spent J 62.8 80.0 18.7 12.0 14.0 24,0 53.5 60.0 11.6 4.0 '
Rules of behaviour | n
in school U 76.7 84.0 41.8 36.0 27.9 24.0 16.3 36.0 11.6 4.0 mm
A
Sccial activities !
of school _ 60.5 60.0 48.8 48.0 25.6 12.0 9.3 32.0 11.6 8.0
"The new students m¢
to be admitted 72.1 84.0 48.8 32.0 23.3 40.0 14.0 20.0 2.3 8.0
r N |
W




TABLE 5.6
STUDENT PERCEPTIONS OF EFFECTIVENESS OF GENERAL MEETINGS

- 143 -

Em Most of the Time ¢ Sometimes % Rarely % No Response
1st Yr. | 2nd Yr. |l1st Yr. }2nd ¥Yr. || 1st ¥r. 2rd Yr. {| 1st Yr. |2nd Yr.
iStudents | Students || Students Students|| Students |Students|| Students | Students
| N=43 =25 N=43 N=25 N=43 N=25 N=43 N=25

(1) Raising, discussing and 39.5 32.0 23.3 32.0 18.6 i6.0 18.6 20.0
clarifying issues of generall
concern
(2) Deciding school pelicy. m 27.% 12.0 25.6 36.0 30.2 32.0 16.3 20.0
(3) Disciplining students. w 11.6 8.0 14.0 20.0 53.5 44.0 20.9 28.0
(4) Letting off steam. il 53.5 44.0 16.3 24.0 16.3 8.0 14.0 24.0
(5) Communicating information 51.2 32.0 27.9 44,90 7.0 4.0 14,0 20.0
about events.
& ] \
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TABLE 5.7
STUDENT VIEWS ON DECISION-MAKING AT S.E.E.

(1) The best way to make decisions about school nolicies is for everyone at
a general meeting to discuss the issues until agreement is reached by
the whole “¢roun.

Undecided or

Agree Disagree No Qpinion
First Year Students 18.6 48,8 32.6
Second Year Students 12.0 68.0 20,0

(2) The best way to make decisions about school policy is for cveryone at a
general meeting to discuss the issues until they are clear, and then de-
cide by maiority vote.

Undecided or

Aoreec Disagree No Opinion
First Year Students  53.5 14,0 32.6
Second Year Students 52.0 20,0 28.0

(3) Decisions about school policy should not be made at a general meeting unless
a majority (over 50%) of the students and staff are present at the meeting.

Undecided or

Agree Disagree No Opinion
First Year Students — 48.8 23,3 27.9
Second Year Students 44.0 32.0 24.0

(4) Decisions about school policy should not be made at a general meeting unless
everyone in the school has been informed in advance (at least a week) of the
mzeting and of issues to be discussed.

Undecided or

Apree Disagree No Oninion
First Year Students 74.4 7.0 18.6
Second Year Students 84.0 8.0 8.0

(5) Decisions made at a gencral meeting should be binding on every member of
S.E.E. community, even if he/she did not attend the general meeting where
the decision was made.

Undecided or

Aoree Disagree No Opinion
First Year Students ~ 40.5 30.2 23,3
Second Year Students 64.0 12.0 24.0

(6) A person can only make decisions for himself and no group or meeting has

.

the right to make decisions that will direct or control his/her tehaviour.
Undecided or

Agree Disagree No Opinion
First Year Students 27.9 5i.2 20.9
Second Year Students 16.0 64.0 20.0




TABLE 7.1

FIRST YFAR PARENT ATTITUDES TCHARD OFFSPRING'S
APPLICATION 10 S.E.E.

Mothers Fathers
N=39 N=18
Enthusiastic 30.8 % 16.7 %
supoorted the decision with
misgivirgs 43.6 % 27.8 %
No strornqg feelirngs: it was
his/her decision 5.1 % 16.7 %
Disapnroved hut didn't want to
interfere 12.8 % 16.7 %
Argued against the decision 7.7 % 11.1 %
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TABLE 7.2
DARENT INVOLVEMENT WITH S.E.E. (First Year Students Only)
MOTHERS FATHERS
Activities N | % Frequently| % Occassionally | ¢ Heverll N3 Frequently| % Occassionally | $ Never

Discussed school as-—

sigrments, projects,

etc. 37 64.9 32.4 2.7 18 50.0 38.9 11.1

Reminded re home-

work 37 21.6 40.5 37.8 || 18 11.1 44 .4 38.9

Discussed marks

and acadenic pro- i}

gress 38 52.6 42.1 5.3 | 18 16.7 61.1 22.2
'
o Talked with teacher || 37 2.7 45.9 51.3 {| 18 - 33.3 66.7 @
~ ™
' Discussed future

educational plans 38 447 52.6 2.6 {} 18 22.2 72.2 5.6

" Viorried about

amount of work 37 45.9 32.4 21.6 {| 18 55.6 33.3 11.1

Helped to organize

work time 33 9.1 15.2 75.8 || 18 5.6 27.8 66.7




. TABLE 8.1
MARKS OF S.E.E. COHORTS *

MATH & SCIENCES SOCTIAL STUDIES LANGUAGES FNGLISH/COMUNICATIONS
x| wxs
Ave.|<50 V«.mo N Ave.| <50 |>80 | N Ave. | L50>80| NjlAve. |<50 |[>80] N
Remaining in| 1972/73 59 2 0 a9 78 0 4 9 73 31 5| 8 75 0 41 10
School -
1971/72 68 5 3 112 75 2 4 {11 76 0 4 9 75 0 6( 12
1970/71 71 2 4 |12 73 1 3111 72 21 4112} 73 0 41 12
Left School | 1972/73 .
~
1971/72 51 1 0 2 67 0 0] 3 5¢ 0| 0] 2|{ 63 0 01 3 =
1970773 so { 4] o 7| 62| of o7 e | 1| 1{s{ 61| of 1| s S
of
| -
* Marks - are average of all marks within a subject.
®% S50 - indicates No. of students whose average marks in an area where below 50.
*xE 80 - indicated No. of students whose average marks in an area was above: 80, .
A

E\.

Aruitoxt provided by Eic:
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TABLE 8.2
PERCEIVED CHANGES IN INTERESTS AND ABILITIES
REGARDING COURSE WORK BETWERN 1972/73
A 1971/72

w S.E.E. Cohorts

Sccond Year S.E.E. Students

N=12 N=25

1% More { % Same { % less % More 1% Same {% Less
Interest in coursc work 50 17 33 56 24 12
Ability to communicatc idecas 83 17 -- 60 32 4
Ability to set goals for yourself 58 42 -- 76 8 16
Abhility to organizc your time 17 50 33 60 28 12
Ability to meet deadlincs 17 58 25 44 32 16
Armount of rcading a2 -~ 8 60 32 8
Ability to do rescarch on specific topics 58 42 -- 52 36 8
Ability to complete resecscch pancrs, 33 59 8 40 44 12
projects, etc.
Overall quality of your work 42 41 17 72 16 12
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APPENDIX B

Histograms of Average Marks
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FIGURE 1
AVERAGE MARKS®® TN MATHS AND SCIFNCES POR FIRST YIAR AND SPONND YFAR STUDFNTS

RIECFIVIT FROM S.R.E. BY GRADR IN 1972/73
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FIGURE. 2
 AVERNGE MARKS TN SOCTAL SCIFKCES FOR FIRST YFAR AMD SDOOND YFAR STUDENTS
. RECEIVFD FROM S.E.F. BY GRADE IN 1972/73
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FIGURE 3
. 2VERAGE MARKS IN LANGURGES FOR FIRST YEAR AND SECRD YFAR STUD

S.E.E, BY GR'\OE IN 1972/72
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i FIGURF 4
* . AVERAGF. MARKS IN ENGLISH/QCMUNICATIONS FOR FIRST YEAR AND SEOOND YEAR STUDENTS
RECEIVFD FROM S.F.E. BY GRADE IN 1972/73
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) ) FIGURE 5
CITUTES IN AVERAGE MARKS IN MATHS AMD SCIINCES FOR PIRST** YFAR AND SFCOND® VFAR S.E.E. STUDFNTS
N DBETWEEN 1971/72 AND 1972/73
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FIGURE 6
CHANGES TN AVERAGE MARKS TN SOCIAL SCIENCTS FOR FIRST YFAR AND SFCOND YFAR S.F.E. STUDENTS
DRTWFEN 1971/72 AND 1972/73
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FIGURE 7
CHANGES IN AVERAGE MARKS IN H?rmﬂugmm BETWEEN 1971/72 AND 1972/73)
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FIGUTE 8
CHANGFS IN AVERAGE MARKS -IN ENGLISH/COMMUNICATICN FOR FIRST YEAR AND SBOOND YFAR S,E.E.  STUDFNTS
RETWFEN 1971/72 AND 1972/73
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APPENDIX C

. Teachers' Program Nescrintions
ENGLISH-COM-UNICATIONS AND THE AKTS - W.B. DUNCAN

Cormumications

The Commmications area at S.E.E. inlcludes the Languagc program
described below ;xnd a broad range of English offerings. Most of the
latter arc taken by students for onc or two terms for partial credit
with thce option of extending the course - perhaps through independent

study into a full credit.

Among the most popular of these courses are those which provide
a forum for the kind of soul-searching joumey into heightended self-
wnderstanding upon which many S.E.E. students embark. THE HEESE .
course and THE ARTIST AND THE IRRATIONAL cach conducted in the evening
by a part-time teacher f£all into this category. MAN IN SEARCH requires
each student to engage in his own search for personal identity, self-
realization and frecdom through and cxamination of works of fiction as
well as the religicus and philosophical statements of others. in the
WOMEN IN LITERATURE course, the aim is to ‘examine the image of women
in Literature through appropriate examples of Z0th century Literature.

The girls who take this course also investigate feminist literature and

ate asked to canfront their cwn image of femininity in light of selected

novels and short stories they are reading.

Visits from Canadian peets and novelists are a frequent feature of

1ife at S.E.E. Jce Rosenblatt, Tim Inkster, Ted Plantos, Stephanie Vynch,

E1li Mandel, Milton Acom, Earle Bimey, Roger Kuin and Cerald Lampert have

; : 161




been willing to read and discuss their own work with members of the

CANADIAN LITERATURE and POETRY classes and, in certain instances, the '
work of the students thcmsclvcs\ at. meetings of the CREATIVE WRITING ‘
WORKSIIOP, A fitting climax to the latter course was the publication

of the S.E.E. Poetry Book which was beautifully designed and illustrated

with appropriate ink sketches.

Most students take a number of "mini-courses', each for a partial
credit during the year. The content of these range from Dante's INFERNO
(GTANTS OF THE PAST) to Crey Owl's TALES OF AN EMPTY CABIN (WILDERNESS
LITERATURE), POTPOURRI allows participants to evolve their own course,
either around a_ theme or specific novels or plays which different class

members have found captivating.

PERSPECTIVES ON THE ARTS was fortunate in having a part-time staff

reiber, knowledgeable about the diverse ramifications of the arts in the

romantic era, who was able to lead an examination of the relationship be-

tween painting, literature and music during the nineteenth century.

LINGUISTICS, the objective of which is to acquaint students with the
social and personal function of language in order to show how the language
shapes our thought, included topics on the language of politics, advertis-
ing and propaganda, the history of language, the nature of slang, swearing

and dialect, and the characteristics of Canadian Fnglish and French.
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The MAN AND MYTHOLOGY course lcoks at a range of myths from Greek
and Roman to the present day. The aim is to sec the universality of
mythic patterns, thus everything from the Ajax T.V. commercial to the
Guevera and Mickey Mouse can be analyzed through their mythological

dimensions.

The SATIRE class was encouraged to write sowe original satire
after an examination of the work of noted writers in this ficld. The
results were extremely gratifying and included a satire on the S.E.E.
staff portrayed as members of a football team whose actions were report-

ed in a sport writer's lingo.

JOURNALISM is an idcal course for S.E.E. since students have many
opportunities during the week to do investigative reporting and conduct
interviews with interesting and often newsworthy people. The success of
the coursc depends cntirely on the willingness of the students to read
and criticize the press and his own determination to try different types

of journalistic writing.

MODERN DRAMA bridges the gap between English Communication courses

and The Arts area of the curriculun. Year 3 and Year 4 students take it
for a partial credit, while Year S students take a longer and morc pene-

trating version of the course for a full credit, which serves as the aca-

demic complement to their more active experiences in the Theatre Arts.
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THE ARTS - W, B. DUNCAN

Mother part-time staff member, an actor, was able to rescue
the Theatre Arts course after a rocky start last year by giving the
programmc focus and the dynamism which it nceded. This class mects
for an indefinitely extended period one afternoon a week at S.E.E.
for excrcises in movement, mine, tableau, improvisation and basic
acting technique. In addition, students attend a wide variety of

preductions at Toronto theatres.

Fusing wany diverse elements, COMUNICATION ARTS atteapts to
cover a range of topics, primarily in the mass wedia. Film, radio,
television, and photography are studied, and students also are cxpected
to complete two practical media assignments during the ycar. These
have included super 8ma films, video productions using portapack
cquipment, slide-tape shows, photographic essays, sound collages,
aniration films, and 16mm films. This coursc also makes extensive use of
community resources such as the facilities at Channel 19, City-TV,
Ryerson Photographic Arts Department, Torcnto Film-makers Co-op, and
the Animaticn and Media Arts Departrent at Sheridan College. In addition,
a scries of people working in the ficld have visited the scheol to show

and discuss their work and that of the students.

The Art courses are offered by a part-time teacher, fomerly m

Etobicoke sccondary school art teacher who is presentiy taking special

courses at the Cntario Cellege o Art.
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The students meet for onc afternoon a week. During this time,
a varicty of forms of art is attempted. These include miniature
sculpture, free form drawing, portraiture, batik and ceramics. While
the school does not have a kiln, the students were able to have their
works fired at the Ontario College of Art. Throughout the year, the
class visited the lecading art galleries in Toronto. .Ch one occasion,'
an outstanding Toronto artist, Tom Hodgson, visited the class and

demonstrated and discussed his work.
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LANGUAGES - .J.M. BLACKBURN

The aim of the Language Department at S.E.E. School is to promote
language learning through sclf-reliance but at the same time Lo preserve
the principle of periodic appraisal. ‘

This year, S.E.E. offered credit courses in French, Francais, German
and Spanish at all levels of the Grade 11 to Grade 13 spectrum. There are
also beginning courses in French and German and one non-credit course in

Latin.

The French program is the largest one and it has many different
aspects. The begimner's level is given this year by a Grade 13 student,
wnder swpervision of the staff merber responsible for the language section
and the quality of this senior student's efforts will count towards his

Crade 13 credit.

The Grade 11 and Grade 12 programs are sequential in that they have
been divided into fifty wits (25 wnits each year) and it is thus possible
for Grade 11 students to advance into the Grade 12 sector during the same
year. A special feature of the program lies in its vse of the facilities
at the'Language Centre facilities of 0.1.S.E. In co-operation with the
Mcdern Language staff at 0.I.S.E., these facilities have been reserved
for S.E.E. students every Monday from 10:00 a.m. to 4:00 p.m. There are
at least two preparatory sessions per week conducted at S.E.E. School
but the onus is on each individual student to get to the 0.I.S.E. building
on his own time within the hours prescribed and thus corplete the weekly

wmit. An assessment of the student's progress is available following a
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written and oral test at the end of cach term. The student chooses the
datc and time of his test within an interval of onc weck. He may also
repeat it if he or she should be wunsatisfied with the results. The
total assessment is based on written assignments submitted during the
term, work completed during the preparatory sessions (e.g. conversation
topics, student presentation, dictées, etc.) and the results of the

tests themsclves.

As of Novenber 1, 1973, the O.I.S.E. facilitics were also made

available for the Grade 11 Cerman students.

Two credits are offcred in Grade 13 French but these can be obtained

in several different ways depesling upon the prefercnce of the individual
student. The majority of the students have opted for a weceting two after-
noons a weck where an intensive oral and written review is conducted,
supplemented by the use of tapes. This is preparation for a repetition
of last ycar's highly successful immersion program which will begin in
January, 1974, Hopefully, this program has been improved in that it is
receiving the full co-operation of F.E.U.T. and will be integrated with
their practice teaching sessions. Thus, the students will receive
continuous instruction in French from 9:00 a.m. wntil late aftemoon

from a team of selected student tcachers.

Meals will be taken together with the young staff to cnsure the
continuity of the French "ambiance'. After three weeks the students,
accerpanicd by their staff, will spend seven days in Trois-Pistoles,

Guebec, where they will be lodged in French-speaking homes. Academic
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instruction will continue in the morning but a very impressive array

of cultural activities has been preparcd for the balance of the day.

The sccond credit is eamed through individual pro, ming wiere
rcadings are selected in an area chosen by the student but preferably
integrated with other subject arcas, e.g. Robbe-Grillet would also be

studied in Commwnications under Avant-Garde Literature.

This custom-made programming has also been used in Francais for
two student whose primary studies and first year of high school ‘ere

completed in France.

The Spanish program has participants at all three levels:
Beginner Intermediate and Advanced. It follows the relatively new
but fairly conventional program "INVITACION AL ESPANOL" but takes an

advantage of the small groups - a basic feature in the teaching of

languages at this school - in order to make use of the growing Spanish

speaking commmity in Toronte.

SOCIAL SCIENCES

There were fifteen credit courses and approximately five nan-

credit courses offered in the Social Sciences 1972-73.

The credit courses were held throughout the year, usually meeting
for approximately onc hour per veek. All but threc were taught on a

seminar basis with group numbers ranging from three to sixteen.
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Students were cxpected to read in preparation for class and part of their

grade was based on their participation in the seminar.

Some seminars ( notably Chinese History, Political Science, and
Canadian History) cvolved into such dynamic groups that students were
taking almost total initiative for the dircction of the course and
conduct of the scminars by Christmas. Two or threc others,such as the
World Religions and Economics I necded constant staff guidance and
organization for throughout the year. Most groups fitted somewhere

betwecen these two extremes.

The major emphasis in all the courses was on research in the
commumnity. Students were encouraged to go beyond librarics and delve
into cn-the-site observations, personal interviews, and documentary
evidence such as that found in arcliives. bMore research of this nature .
was conducted in 1972-73 than the previous year. Cutstanding cxarples
of such rescarch were Dave Suarez's complction of a demographic analysis
of Albion Township and a brillian thesis on Primitive Mcthodism in Albion,

Mary Ormrod's essay on the original Strectsville Mill, Kari Lic's paper

on the death of Tom Tompson, Brian Johnson's analysis of the Moose
Factory Indian Reserve, and Brian Lewington's and Brian Moore's treatise

or. the Forts of the Niagara River.

Another aspect of the Social Science programic which developed

significantly in 1972-73 was the use of resource penpie in the commumity.

g ey

Approximately 37 resource people were used cither as aids in rescarch or
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as speakers for groups at the school, while over 70 additional
organizations or individuals are cited by students as important

resources for their work in the social sciences.

This year (1973-74) a significant addition to the accredited
courses is The Native Studies Course. Students are working closely
with The Native Peovles' library and Professor Tom McFent and The

University of Toronto.

A Latin American Studies Course is being developed in co-operation
with Professor Russell Chase at York University who has agreed to meet

with students for at least three hours twice a month.

Finally, with the addition of Andrew Tuffin to teach Sociology,
and Jack Shallhorn to teach Geography, The full-time staff member was
left with more time to counsel students on their research. This time
proved to be valuable in helping students to research more efficiently

and to organize their data.
MATHEMATICS

The mathematics curiiculum ccnsists primarlily of individual student
programs. Students are free to consult with the teacher whenever help
is needed. Courses in Years 3 and 4 are offered at the basic and the
advanced levels. A greater frecdom of topic choice is given to students

of the basic course.
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Evaluation has, wntil this ycar, becen based on written tests
taken at the student's convenicnce. As a responsc to the first
two years of operation, it secmed desirable tc introduce some time
limits on the rate of an individual's work in Years 3 and 4 for
the 1973-74 school year. Accordingly, a mininum progress ratc has
been established with tests to be written by certain fixed dates.
This system appears to be working well as a significantly increased

nurber of students have written the first of the scheduled tests.

SCIENCES

The design of the science courses is based upon the specific
character of cach discipline. Some are primarlily individualized,
whereas others remain morc group-oriented. There was increased
erphasis cn using the commmity resources for individual research

as well as group ficld trips during the past year.

Man, Science and Technology was introduced at all levels.(S.E.E.
was the only school in Ontario to offer this at Year 5) with emphasis
on man's technological progress and nceds and the resultant impact on
society. Evaluation was based upon written tests, laboratory reports,

presentations and individual essays.

An important outgrewth of the MSET course was the formation of a

Community Intcrest Group in a national conference program sponsored by

the Canadian Council of Resource and Environment Ministers. The students

in this class studied the issue of northemn development submitted for
consideration at an Ontario-wide conference. Cne of the students was

clected as a delegate to this cenference.
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APPENDIX D

Courses and Resources

COURSES OFFLRED AT THE SCHOOL OF EXPERIENTTAL EDUCATION
727371
ENGLISH AND COMMUNTCATIONS
Course Title Level Credit Resource Person
*  Avant-Garde Literature Year 3,4,5 Partial A. Tuffin P-T
* (Canadian Literature Year 3,4,5 Partial B. Duncan
literature and Philosophy Year 3,4,5 Partial M. Smart P-T
* Linguistics Year 3,4,5 Partial B. Duncan
* Poctry Year 3,4,5 Partial B. Duncan
* Satire Year 3,4,5 Partial B. Duncan
* (Creative Writing Year 3,4,5 Partial B. Duncan
* Novels of Kurt Vonnegut Year 3,4,5 Partial B. Duncan
and Richard Brautigan
* {lilderness Litcrature Year 3,4,5 Partial D. Suarez - Stu
*  Potpourri Year 3,4,5 Partial B. Duncan
* Hemingway, Fitzgerald Year 3,4,5 Partial B. Duncan
and Steinbeck
The Writer and the Irra- Year 3,4,5 Partial G. Reardon P-T
tional
* Giants of the Past Year 3,4,5 Partial B. Duncan
* Novels of Herman Hesse Year 3,4,5 Partial D. Alton P-T
* Science Fiction Year 3,4,5 Partial J. MacLean P-T
* Man In Search Year 3,4,5 Partial B. Duncan
* Perspectives on the Arts: Year 3,4,5 Partial T. Doyle P-T 73-74
The Romantics L. Schneider P-T
* Modern Drama Year 3,4,5 Partial B. Duncan
* Journalism Year 3,4,5 Partial B. Duncan
Women in Literature Year 3,4,5 Partial C. Bender P-T
The Arts
Commmmication Arts Year 3,4,5 Full B. Duncan
* Theatre Arts Year 3,4,5 Full M. Marshall P-T
73-74 Creative Nance Year 2,4,5 Partial M. Cavill P-T
* At Year 3,4,5 Full E. Dillon P-T
l
N.B. - Assisting in the course MAN IN SEARCH 73-74 - Terry Doyle - P.T.
% Also being offered in 1973-74
P-T -~ Part-time teacher; (Vol) - Volunteer Resource Person;
Stu - Student Resource Person
\
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MODERN LANGUAGES

Coursc Title ‘Level . - Credit Resource Person
* French Year 3,4,5 Full J. Blackburn
J. Fleming - Stu
* French R,P, 15/1964 Year 1 Full J. Blackburn
* Francais Year 4 § 5 Full J. Blackburn
*  German Year 1,2,4,5 Full A. Schoenborn P-T
*  German Year 3 Full A. Ellerbrook P-T
Latin Year 3,4,5 Full G. Abbowd P-T
M. Vajk - Stu
* Spanish Year 1,2,4,5 Full J. Blackburn
SOCIAL SCIENCE
Coursc Title Level Credit Resource Person
* Canadian History Year 5 Full D, Parker
* U,S, History Year 5 Full D. Parker
* Chinesc History Year 3 § 4 Full D. Parker
* Modern History Year 3 § 4 Full D. Parker
* (Canadian Geography Year 5 Full J. Shallhorn P-T
*  Urban Geogranhy Year 3 & 4 Full D. Firman(Vol)
% VWorld Geography Year 3 § 4 Full S. Kitchener (Vol)
* Geography Fundamentals Year 3 § 4 Full
* Political Science Year 3 § 4 Full D. Parker
(People & Politics)
*  Economics I Year 3 & 4 Full D. Parker
Economics II Year 5 Full D, Parker
* Sociology (Man In Society) Year 3 & 4 Full D. Parker
* Sociology of the Family Year 5 Fuli A. Tuffin P-T
(Home Fconomics)
* Canadian Studies Year 5 Full B. Nuncan
D. Parker
% Also being offered in 1973-74
P-T - Part-time teacher; (Vol) - Volunteer Resource Person;
Stu - Student Resource Person
173




Course Title " Level Credit Resource Person
73-74 Native Studies Year 5 ' Full D, Parker
(applied for)
* World Religions Year 3 & 4 Full D. Parker
73-74 Law Year 3 § 4 Full D. Parker
Women's Course ' Any Non-Credit J. Durjancik(Vol)
M. Fieldstone
* Indian Eskimo Any Non-Credit A. Johnston(Vol)
D. Parker
Revolution Any Non-Credit D. Parker
Philosophy _ Any . Non-Credit M. Lewis(Vol)
* Utopias Any Non-Credit D. Parker
73-74 Educational Theory and Any Non-Credit J. Sinclair(Vol)
Practice
* Psychology Any Non-Credit W. Cunchik(Vol)
R. Simon(Vol)
Encounter Group Any Non-Credit W, Cunchik P-T
Canadian Indenendence Any Mon-Credit S. Butler - Stu

MATHRATICS AND SCIENCE

* Physics Year 3 Full J. Gannett
% Man, Science § Technoiogy Year 3 § 4 Full J. Gannett
* Chemistry Year 4 Full J. Gannett
*  Advanced Chemistry Year 4 Full J. Gannett
* Biology Year 3 Full D. Piekarcz 72-73 P-T
. J. Gannett §
S. Burch 73-74 P-T
73-74 Environmental Science Year 3 § 4 Full J. Gamnett §
S. Burch P-T
* Biology Year S Full D. Pickarcz 72-73 P-T
S. Burch 73-74 P-T
* Chemistry Year 5 Full J. Gannctt
* Man, Science § Technology Year 5 Full J. Gannett
* Physics Year 5 Full J. Gannett
* Anplications of Mathematics Year 3 Full S. Burch P-T
1 .
* Applications of Mathcmatics Year 4 Full J. Gonnett
11

* Also being offered in 1973-74

P-T - Part-time tcacher; (Vol)
Stu -~ Student Resource Person
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Volunteer Resource Person;




‘Course Title ' Level "_(_Zredit " Resource Person

Foundations of Mathematics Year 3 Full J. GAmnett

1
Foundations of Mathematics Year 4 Full J. Gannett

11
Relations § Functions Year 5 Full J. Gannett °

* Also being offered in 1973-74

P-T - Part-time teacher; (Vol) - Volunteer Resource Person;
Stu - Student Resource Person
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APPENDIX E

First Year Students: S.E.E. Compared with Previous School

"Comnletely different from old school. Hardly any
comparison. Wasn't getting true education in old school
-- just memorized from cxams. S.E.L. has allowed we to
pursue arcas of interest."

"Yes. Certain type of nconle arc attracted to and
stay at S.E.E.. People who expect it to be morc or less
organized, ctc. leave quickly. Those who stay arc those
who know what they want to do, so they comc herc and do
it. First fow wecks I was confused, but then straighten-

ed out in my head what I want to do."

"It's so relaxed here. Just about everyonc here
really cares about other people's feclings. You get more
used to thinking here. People listen to cach other's o-
pinion. People really care what hapnens to the school --
I miss the schooi on holidavs and weckends. Some teachers
think we're not involved cnough, but we are more involved
-than in straight school. People don't want to get involv-
ed in things that require work. A lot of people here keep
away from things that have to be organized. Maybe they
had it rammed down theixr throats too much before.™

"Yes. Definitely. I always usced to look forward to
the 3:20 bell. You can be more yourself here. Discussion
both in and out of classes arc deeper."

", .when you're worried about how to behave in school
you don't get as involved - it's like you're forced to go.
Here it's more your choice. People are more into the scheol
here -- they're getting into doing work for the school e.g.
painting halls. There's a scnse of pride in the school.
Conversations arc more intcllectual here. I've started read-
ing the newspaper since I've come here."

", ..you can get into really good discussions here; it's
not out of the ordinarv here to talk about something you've
read in a book -- other schools you don't talk about any-
thing you've done."

"ou're not at S.E.E. so much. I spend about threc hours
a woek at S.L.E., that's it. The rest of the time I'm at home
or the library. I find the pcople arc different. I guess be-
cause it's smaller."
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"Attendance: I was always in trouble at my old school.
I got graded becausc I wasn't there. I didn't get some marks,
but I was doing the work at home. I don't socializec here,
(although) I wanted to in the beginning. There is a big gap
between old and new students, but I don't think it will happen
next year because it will have three years of students."

Second Year Students: Year II at S.E.E. Compared with Year I
B

"More unified last ycar. I don't like it as much. 'It's
more scttled in its ways."

", .. I've noticed that pcople's goals have dropped although
others say this isn't so. Peoplc are different. They're less
practical; less commnity spirit. I wonder if old ones didn't
accept new ones. There is a dichotomy between the new and the
old. The new are less community minded and old more disillusion-
ed. The courses are much the same; maybe not as much experimen-
tation, such as sctting up courses."

-

"Rambunctious neople last ycar have drovped out...Everyone
scttled down this yecar and started working. Kids more steered
toward doing their work this ycar."

"There's more apathy about class attendance; the first year
students are more passive."

"Fifty percent different siudents. I noticed a difference
at the beginning of the year. Second year students are more ma-
ture, willing to let tcachers make certain decisions (like about
auditing outsiders) which would never have been allowed last year.
Therc were problems at the beginning of the year: half of us
knew each other, so lots of new ones had trouble getting into it
at first. I think that's why some dropped out,"

"On the quality of the school: maybe it's just that I'm in
the school more and I'm more critical; or that I'm getting more
out of it and I expect others to do the same."

"The new bunch of kids are even less enthusiastic than last
year. It's not as pgood as last year. I know there are some not
doing anything and they don't care."” - .

v

"People are different. ‘there's a whole change in people's
minds. The school still has cliques like last year, but the cli-
ques are not closed like in straight school. I hope it doesn't
get any less academic, but I feel it's up to the students who come
after to make it what they want."
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"It's different: not really a bad difference, but something
different. I'm not surc what. Maybe there was more cmphasis on

academics last year."

"I don't think there is as much of a group feeling -- it's
not the same because we're more on our own now. Not everyone is |
striving for the school, because we're morc established now. Now

people drift off."

"Just in temms of people: the different backgrounds of people
coming in changes the placc continually. I don't feel different
about the palce; I still love it. A few of the staff are becoming
discouraged with the quality of the academic stuff that's coming
into them. I think that's put them on edge; they're demanding more
quality. I feel students are willing to give better quality.”
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APPENDIX F
S.E.FE. STUNENT OUESTIONNAIRE

Code No.,
(N.B. This keeps all responses anonymous,)

The questionnaire this year is considerably longer than the one we
asked you to fill in last year, for two reasons, Last year's experi-
ence gave us a better idea of the kinds of question which lend them-
selves to questionnaire-type answers, But, more important, we shall
be unable to interview more than about one third of the students this
year because we have fewer staff this summer to work on the huge task
of listening to all the tapes and recording the information on them.
Therefore this questionnaire which all students are receiving will be
our most important method of collecting information this year.

SO--please take the hour or so which will probably be needed to fill
this out with some care. If SEE is to establish itself on a perman-
ent basis during the next couple of years, the school will need to
know more exactly what the strengths and weaknesses of 1ts program
are and how serious are the differences among people’s perceptions

of these matters. We hope to make a much more serious effort to use
the information gathered from this year's research in making suggest-
fons on some of these issues in the fall.

One last word. Please answer this on your own and don't discuss 1t
with other students who have not yet completed theirs, Turn it in to
Mrs. Bolster or to Ann when it is finished, not later than May 7.
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1.

3.

We know that different students value their experiences at SEE for widely
differing personal reasons. Ve are anxious to find out whether or not this
has an influence on how they view and experience the school as a whole.
Please attempt to estimate: (1) your own feelings about each activity below;
(2) the attitude of most (i.e. the majority) other students; and (3) the
attitude of most of the teachers towvard these activities,

It is not important whether or not you are correct about other people's
vieus (they will express their own); your general impression of how other
people feel is what we are after, in addition to your owm perscnal feelings.

Check the phrase which seems most accurate.

Example:

Value Value Consider

Highly Somewhat Unimportant
I personally taking courses I wouldn't have
Most students been able to take at my former
Most teachers - school.

1 personally do this:
Cften Sometimes Never

Value Value Consider
Hizhly Somewhat  Unimportant

1 personally getiting into things other than
Most students - course work.

Most teachers — ——— I personally do this:

Often Sometimes _Never

I persomnally selecting topics, resources and
Most students methods of presentation of course
Most teachers work.

I peisonally do this:
Often Sometimes __Never

1 personally reading widely on a variety of
Most students subjects, not necessarily relater
Most teachers to courses.

1 personally do this:
Often Sometimes Never

r——ra—

reading intensively on particular
topics, specific writers, etc.

1 personally
Most students

Host teachers —~——— 1 personally do this:

Often Sometimes Hever

———

1 personally actively exploring community re-
Most students sources for informationrdirectlv
Most teachers related to éourse work.

jlggzz I personally do this:
Often___ Sometimes__ __ Never




6.

7.

8.

9.

10.

11.

12,

13.

.

I personally
Most students
Most teachers

I personally
Most students
Most teachers

I personally
Most students
Most teachers

I perscnally
Most studencs
Most teachers

I personally
Most students
Most teachers

1 personally
Most students
Most teachers

I personally
Most students
Most teachers

I personally
Most students
Most tezchers
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Value
Somewhat

Consider

Unimportant

——
—r————

|

S———
a—————

actively exploring community re-
sources for wvhatever experiences
they may happen to offer.

I personally do this:
Often Sometimes

e ——

Never

preparing a paper, f£ilm, sominar,
etc. specifically designed to show
others what I have learned.

I personally do this:
Often Sometimes

e

Never

expressing my feelings through an
essay, poem, film, tape, or other
work of art.

I personally do this:
Often Sometimes

————

Never

discussing and analyzing in depth
with staff or other students ideas
which are related to course work.

I personally do this:
Often Sometimes

et e

Never _

discussing and analyzing in depth
ideas related to personal issues
such as philosophy of life, religion,
values underlying differing life
styles, uce of drugs, etc.

1 personally do this:

Often Sometimes Never

discussing and analyzing in depth
ideas related to social issues such
as politics, treatment of minor-
ities, etc.

I personally do this:

Often Sometimes Never

a.cending plays, films, lectures,
art exhibits, and other 'cultural
activities".

I personally do this:

Often Sometimes Never

organizing activities open to the
whole school (e.g. courses, seminars,

Week or Day-on, a course~related
visit or a trip).

I personally do this:
Often Sometimes

—r———

Never




v
:

14,

15.

16,

17,

18.

19.

20.

I personally
Most students
Most teachers

1 personally
Most students
Most teachers

I personally
Most students
Most teachers

1 personally
Most students
Most teachers

1 personally
Most students
Most teachers

1 personally
Most students
Most teachers

I personally
Most students
Most teachers
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Value Consider
Somewhat Unimportant

i

|

|

|
|

i

i

i

1
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planning for my own independent
study, research, community in-
volvement, etc. related to my
courses.,

1 pexrsonally do this:
Often Sometimes Never

organizing activities such as sports
events, parties, the Coffee House,
visits, etc. which are not related
to course work.

1 personally do this:
Often Sometimes Never

helping to organize activities which
relate to the operation of the

school (e.g. general meetings, Office
work, publicity, equipment collection
etc.)

1 personally do this:

~ Often Sometimes Never

the fact that things often 'just
happen' at SEE without anyone plan-
ning them.

being able 'to be myself' without
being hassled to be something
dif ferent.,

being able to do whatever I feel

_ like doing, knowing that no one is

likely to stop ne.

feeling free to say whatever 1 think
without being challenged to justify
or 'prove' my statement.
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PART _II

The following are a series of questions having to do with the use of
the SEE building.

(a) to what extent do you find the SEE building a satisfactory place
to study? (Check one appropriate item):

____very satisfactory, 1 work well there
o.k., there is no major problem
____no feelings one way or the other
ic s difficult to study but I manage well enough
T very unsatisfactory, I can 't work there

(b) inside the SEE building where do you frequently study? (Check all
the appropriate items).

_never study at SEE

common room

school office

seminar room
Doug's office
Social Science Study Rooms (beside Art Room)
art room
math rooms
science lab.
John's languages rooms
Room 8
Room 6
Media Rooms (upstairs)
4 small rooms in basement
any empty room I can find
other(s) (specify)

|

|

(¢) Think of an average week this year. How many hours, approximately,
id you spend:

at the SEE building: doing something else which was
. directly counnected with SEE:
0-5 21 - 25 0~-5 . 21-25
6 - 10 26 - 30 6 - 10 26 - 30
11 - 15 31 - 35 11~ 15 31 -.35
16 - 20 36 or more 16 - 20 36 or more

|

185




- 186 -

(¢) Which credit or non-credit courses did you sign-up for this year and
later decide to drop? (Please check only the one most important reason
for dropping the course).

Reason for dropping course
Month |Credit or
Course| Dropped [Non-credit ||Lack of Time|Lack of Interest [Too difficult}Other
(Specify
below)

Other Reasons (specify course)

4. Please compare your interest and ability regarding course work (credit or non-
credit) this year with that of last year.

More Sane Less

1. Interest in course work

2, Ability to communicate ideas

3. Relationship with teachers

4. Ability to set goals for yourself

5. Ability to organize your time

6. Ability to meet deadlines

7. Amount of reading

8. Ability to do research on specific topics
9, Ability to complete research papers,

multi-media presentations, etc.

10, Overall quality of your work

5. (a) At SEE the option exists to miss several weeks of classes. Tor your credlt
courses which meet regularly, how often do you attend: (Check the appro-
priate items)

Communications
~ English Languaces |Soc.Sci, {Math iScience

always

eight out of every ten sessions
six cut of every ten sessions
four out of ev~ry ten sessions
two out of every ten sessions

I almost never attend
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(d) How personally satisfied are you with the quality of your learning in

these areas?

(Circle the appropriate number)

Sciences: 1 2 3 4 5

Very Mixed Very

Satisfied Satisfied Feelings Unsatisfied Unsatisfied
Math: 1 2 3 4 5

Very Mixed Very R

Satisfied Satisfied Feelings Unsatisfied Unsatisfied
Social Studies: 1 2 3 4 5

Very Mixed Very

Satisfied Satisfied Feelings Unsatisfied Unsatisfied
Languages: 1 2 3 4 5

Very Mixed Very

Satisfied Satisfied Feelings Unsatisfied Unsatisfied
English (including 1 2 3 4 )
communications, Very Mixed Very
theatre arts, etc.) Satisfied Satisfied Feellngs nsatisfied Unsatisfied

7. People differ in the ways they best learn. Which of the following ''styles"
do you thirk best suit you (i.e., your effectiveness in highest) in each of
the listed subject areas. (For cach subject listed check all styles which

suit you best.)

small class discussions
(seminars)

Sciences

Languages

Math

¢ [Soc.St.

Eng./Con.

informal rap sessiohs

indevendent study/projects

group projects

lecture from teacher

regular lesson (like old
school)

tutorial (teacher-student)

contact with resource
people

work experience (volunteer
or paid)

field trips, visits

reading

other (specify)
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There have been approximately 15 general meetings this year. How many of these
have you attended?

(a) None ___ 1-5 6-10 11-15

——

(b) 1If you rarcly attend meetings (i.e., less than 6), why not?

(1f you atteaded less than 6 meetings, skip section iii, iv, and v of this
question ard proceed to question 3.)

(¢) Do you find the meetings an effective way of:

Most of the time |Sometimes |Rarely

(a) raising, discussing and clarifying
issues of general concern

(b) deciding school policy

(c¢) 'disciplining' students

(d) letting off steam

(e) communicating information about
cvents

(d) Are decisions made at general meetings carried out satisfactorily? (Check One)
Most of the time
Sometines
Rarely

(e) Lack of follow-up on decisions made at general meetings is:

a very serious problem (i,e., one which may have serious con-
sequences for the school in the long run)

a minor problem
not 2 problem of any importance
Consider the following areas in which you might be involved in decision-making

at SEE. (a) Which types of decision do you want to have a say in? (b) How much
influence do you feel you actually do have with regard to these types of decisions?

—. s eu s e . - m e ome wnn o o m e ks P -

(a) (b)
Do you
Want a Say?| How much of a Sav do You Have?

.~ N [

Yes {No A great|Fairly A None
Deal Much [Some [Little | at all

Deciding on:
which courses are offered

the content of my course

how my work is to be evaluated
how school spacc is used

how school budnet is spent
rules of behaviour in school
social activities of school

the new students to be admitted
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Indicate which of the following statements you agree with and those you
disagree with, Leave the rest blarnk (those where you have no opinion or

mixed feelings).

AGREE DISAGREE

(a) The best way to make decisions about school policies 1s for
everyone at a general meeting to discuss the issues until
apreement is rcached by ths whole group.

(b) The best way to make decisions about school policy is for
everyone at a general meeting to discuss the issues until
they are clear, and then decide bv majority vote.

(c) Declsions about school policy should not be made at a
general meeting unless a majority (over 507%) of the students
and staff are present at the meeting.

(d) Decisions about school policy should not be made at 2 gen-
eral meeting unless everyone in the school has been informed
in advance (at least a week) of the meeting and of issues to
be discussed.

(e) Decisions made at a general meeting should be binding on
every member of the SEE community, even if he/she did not
attend the general meeting where the decision was made.

(f) A person can only make decisions for himself and no group
or meeting has the right to make decisions that will dir-
ect or control his/her behaviour.

nt— Om—

To what extent do you feel that students at SZE are committed to helping
each other and the schoel in the following areas: (Check the appropriate
column for items (a) through (e).}

A great] Fairly |To some Comparatively| Not at
deal Much Degree | little all

(a) Maintenance and
appearance of the
building

(b) Sharing limited
resources (e.g.,
books, AV equip-
ment, etc.)

(¢) Tutoring those who
need help

(d) Co-operating with
majority decisions
within the school

(e) Helping others to
express their views
and clarify their feelings
about important issues
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12. Considering your overall experiences with teachers at SEE, how have you
found your relationships with teachers in the following areas:

13.

13.

1,

Lacking

Present

Discussions relating to course
work

Good

Neutral

Poor

Working together planning and
organizing special eveuts related
to courses )

Grading and evaluation procedures

Counselling about choice of courses
and future plans

5.

Discussing personal problems not
related to course work

6.

Participation and/or helping with
informal school activities, e.g.,
sports, outings, social events, etc.,

(a) Both teachers and students would like to see an improvement in the way
students' work is evaluated. For each subject indicate which me thod
you think would be best: (Check only one for each subject)

Comm./Eng. {Lang.,

Soc.Sel.

Math

Science

to have the teacher take full
responsibility for grading
your work

to discuss your work with the
teacher, and to share in the
evaluation and in determining
the srade you receive

to have all students in your
class share in evaluating
each other's work

to be fully responsible for
evaluating and grading your
own work

to have no evaluation, grad-
ing or credits of any kind

(b) Do you feel that you have shared in the evaluation of any of your work
this year? For example, have you sat down with a teacher this year and
discussed your work tefore a grade was assigned?

Yes No

If yes, which course was it?
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(¢) Do you fcel that teachers should give you a clear indication early in
the year regarding marks or 'unofficial' deadlines for completion of
work for credit?

Yes No

1f yes, (a) when? By the end of October
Before Christmas
By wid-February

(b) in what form? Scheduled interview with each teacher
Short written report
Other (Specify)__

Looking back over the ycar would you like to have had one staff member (of
your own choice) who was prepared to make particular effort to keep in touch
with --you-- to enquire about what you are doing, whether you are worried
about being bogged down academically, and to offer a sympathetic ear for
personal problems if you want it, etc.?

Very helpful Helpful Maybe Probably not Absolutely Not

——— e

Who are the most important people (to you personally) that you have met as
a result of attending SEE? Show what "categories” (sorry about that: ) they

fit into (e.g., poet, scientist, good friend, guru, astrologist, teacher, cte.)

Questions for First Year Students Only

Are you living at home now?  Yes No_
Were you living at home at the beginning of the school year? Yes No
Do you expect to be living at houe next year? Yes No Unsure

1. In what month did you enter SEE?

2. When you first arrived at SEE did you find it a friendly place where you
found it easy to get to know people and be accepted on your own terms?
Most of the time Sometimes Rarely

3., At the present time, do you find SEE a friendly place?
Most of the time __Sometinmes Rarely

4. Of your close friends at SEE are they:
almost all first year students
almost all 2nd year studeuts
a mixture of both

Questicns for Second Year Students only

Are you living at home now? Yes No

Were you living at home at the beginning of tha school year? Yes No _

No Unsure

Do you expect to be living at homa next year? Yes
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Do you find students at SEE as open to each other this year as they were
last year?

More open Less open About the same Can't really say _
Are there more divisions or cliques in the school this year as compared
to last year?

Yes No Can't really say

If your answer is yes, please describe what these divisions and/or cliques are
and how they came about. Feel free to name names since your questionnaire will
be kept confidential. Use the rest of this page and the back if necessary:
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APPENDIX G

S.E.E. PARENT QUESTIONNAIRE

Please check the apnronriate space below:

This questionnaire was filled out by:

Mother
Father

Mother § Father together

'A11 questionnaires will be treated as anonymous

and confidential.
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S.E.E PARENT QUESTIONNAIRE

Please fcel free to usec the reverse side of cach page if necessary.

When your son/daughter first applied to S.E.E., how did you fecl about
his/her choice? (Please check the item that most closely approximates
your feelings at the time):

I was enthusiastic,

I supported his/her decision, but had some misgivings.

I didn't fecl strongly one way or the other; it was
his/her decision.

I didn't think it was a good idea, but didn't fcel I
should interfere,

I didn't think it was a good idea and actively argued
against the decision.

Please explain why vou felt the way you did:
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.a) As best you can recall, what werc your son's/daughter's educational
goals when he/she first entered S.E.E.?

b) Have any of these changed? If so, please describe the change(s):
n

c) How do you feel about the change(s)?
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3. Do you feel that S.E.E. is meeiing your son's/daughter's educational
needs? (Which nceds arc being met? vhich are not?):

4.a) Ilas your attitude toward S.L.L. changed in any way since your son/daughter
has been attending S.E.E.? If so, pleasc explain the change(s):

b) If your attitude his changed, as near as you can recall when did your
feelings change and what influenced the change?

1396




S.

a)

b)

c)

d)

e)

£

g)

In gencral, which aspects of §.5.E. (c.g., philosophy, organization,
curriculum, instructicn, etc.) do you regard most favourably and

which most wunfavourably?

favourable

wmn favourable

Since September, how often have you:

colum for each item):

Discussed school assignments,
projects, etc. with your
son/daughter?

(please check the appropriate

frequently | occasionally |never

Reminded him/her to do
"homework''?

Discussed grades and academic

progress with him/her?

Talked to any of his/her
teachers?

Discussed with him/her future
educational plans?

Worried about whether he/she is
doing enough work?

Heiped organize his/her time to
work more cfficiently?
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/

7. Have you visited S.E.E. school since Scptember?

1f so, when, and approximately how many times?

8. Any additional comments about §.E.E. would be quite welcome:

P
Koo ‘8




